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ABSTRACT
Strategies That Exemplary Elementary Dual Immersion Principals Use to Create an
Organizational Culture of Inclusiveness
by Stephanie K. Smart
Purpose: The purpose of this sequential explanatory mixed methods study was to
identify and describe the leadership strategies that exemplary elementary dual immersion
principals in Orange and San Diego counties in Southern California use to create an
organizational culture of inclusiveness using Kennedy’s (2008) five leadership qualities
of cultural differences.
Methodology: This sequential explanatory mixed methods research study utilized
quantitative surveys and qualitative interviews of 15 exemplary elementary dual
immersion principals in Orange and San Diego counties in Southern California to identify
and describe the strategies used to create an organizational culture of inclusiveness
according to Kennedy’s (2008) five qualities of cultural differences.
Findings: The findings of this research study revealed that exemplary elementary dual
immersion principals recognize the importance of creating an organizational culture of
inclusiveness in ensuring access, equity, and inclusion for all students, regardless of their
linguistic or cultural background. The quantitative data garnered from this study
highlights the need for Kennedy’s (2008) five leadership qualities of cultural differences.
Moreover, the qualitative data reinforces the implication that an organizational culture of
inclusiveness is essential to the success of elementary dual immersion programs.
Conclusions: The six conclusions extrapolated from this study establish the need for
exemplary elementary dual immersion principals to create an organizational culture of
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inclusion through (a) embracing all staff members regardless of position; (b) engaging in
servant leadership; (c) utilizing face-to-face communication; (d) cultivating strong
relationships, (e) promoting the free exchange of ideas, are open to innovation, and craft
solutions benefiting all stakeholders; and (f) celebrating diversity to unify stakeholders
and create a culture of acceptance and inclusion.
Recommendation: Further research is needed to evaluate the effectiveness of the
strategies identified in this study with other dual immersion programs, such as secondary
dual immersion programs and programs with a target language other than Spanish. It is
recommended that the strategies identified in this study be used to support the preparation
and certification of new dual immersion principals and the ongoing evaluation of
established dual immersion principals, ensuring equitable outcomes for all students
regardless of their linguistic or cultural identity.
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PREFACE
Following discussions and considerations regarding the opportunity to study the
leadership strategies exemplary leaders use to create a culture of inclusiveness, 10 peer
researchers in collaboration with seven Brandman faculty members who shared a
common interest across a wide spectrum of industries, from education to healthcare,
organized to form this thematic research study. This sequential explanatory mixed
methods research study framework was designed using the five leadership qualities of
cultural differences as identified in Putting Our Differences to Work: The Fastest Way to
Innovation, Leadership, and High Performance (Kennedy, 2008). Each peer researcher
identified 15 exemplary leaders to survey from within their industry. The researchers
then interviewed five volunteer leaders identified through the administration of the
research survey. To ensure consistency and reliability across the thematic study, the team
of 10 peer researchers worked collaboratively to develop the purpose statement, research
questions, definitions of terms, survey questions, interview guide, and research study
protocols.
Throughout the study, the term peer researchers was used to refer to the 10
researchers who conducted this thematic study. The following is a complete list of the
doctoral candidates, along with their chosen field used in this research study, hereafter
referred to as peer researchers: Marisol Alaniz, deans in nonprofit colleges; Toloue Aria,
chief nurse executives; Lynn Carmen Day, K-12 superintendents; Leila Dodge,
elementary school principals; Kelly Kennedy, K-12 superintendents; Martha Martin,
Latina leaders in school systems; Stephanie K. Smart, elementary dual immersion

xv

principals; Nicole Tafoya, school counselors; Tonia Watkins, human resource leaders in
K-12 schools; and Themiya Withana, finance leaders in banking.
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CHAPTER I: INTRODUCTION
Students enrolled in American public schools are becoming increasingly diverse.
According to Camarota, Griffith, and Zeigler (2017), 23% of American public school
students are immigrants. By comparison, the cultural composition of teachers is not
nearly as diverse. According to Goldring, Gray, and Bitterman (2013), 83% of all
teachers are White. Given the increase in diversity of the student population, and the lack
of diversity among teachers, administrators are increasingly challenged to develop the
skills and mindset, among the staff, that builds cultural understanding and cultural
inclusiveness.
Cultural intelligence (CQ) is defined as one’s ability to communicate, interact,
and respond effectively in culturally diverse situations (Ang et al., 2015). According to
Hansuvadha and Slater (2012), school administrators’ cultural competence is directly
related to their ability to support cultural diversity, as an opportunity for learning, among
students and staff. In addition, administrators believe their cultural proficiency increases
or decreases, depending on their self-perception of their level of CQ (Goksöy, 2017). To
further emphasize the importance of an administrator’s level of CQ on learning
outcomes, Collins, Duyer, and Pearson (2016) found a direct correlation between an
administrator’s level of CQ and learning outcomes for eighth-grade Latino students in
both math and language arts thereby underscoring the importance of developing the CQ
of administrators to increase learning outcomes among diverse populations.
CQ is a multifaceted construct that involves not only one’s ability to engage
appropriately in interactions within diverse cultures but also one’s ability to utilize his or
her own understanding of those cultures to effectively alter cultural interactions to realize
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a desired outcome (Thomas, 2006). Thomas’s (2006) understanding of CQ provides a
framework for school leadership to promote educational outcomes while keeping
stakeholder’s diverse cultures intact.
A variety of approaches have been implemented, in recent years, which are
designed to address the cultural gap and assist the large number of immigrant students in
elementary schools who struggle with English. One popular method, which has been
widely implemented in Southern California, is elementary schools that are designed as
English/Spanish, two-way, dual immersion schools. Two-way dual immersion schools
are composed of students who either speak English as their native language and seek to
learn Spanish or speak Spanish natively and are learning English as a second language
(Rocque, Ferrin, Hite, & Randall, 2016). One of the fundamental elements of this model
is that classes are proportionately comprised of both native-English and native-Spanish
speakers who serve as role models for language acquisition (Rocque et al., 2016).
However, the implementation of two-way dual immersion programs presents
distinct challenges for school administrators. According to Rocque et al. (2016),
principals of dual immersion programs who do not recognize and respond to the
significant changes in leadership styles and strategies required in a dual immersion
setting are unable to successfully implement such programs. Moreover, Rocque et al.
argued that among the leading qualities of successful dual immersion administrators in
Utah, CQ was essential in developing successful dual immersion teachers and programs.
Finally, the research of Rocque et al. provided valuable insight to the importance of the
development of CQ by dual immersion elementary school administrators and served as a
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springboard for examining the need for culturally intelligent administrators who lead dual
immersion elementary schools in California.
Background
Culture and Diversity
The study of culture and diversity was brought to the forefront when expatriates
began leaving the United States in order to run organizations overseas. Earley and Ang
(2003) looked to expatriates who were successful at navigating cross-cultural
relationships to begin to understand the characteristics necessary for success. Early
research centered on emotional and social intelligence (Earley & Ang, 2003).
Additionally, globalization began to take a stronghold in the United States. American
borders were stretching as organizations began to navigate the international world of
business (Earley & Ang, 2003). The demographics of the American landscape began to
change and the workforce along with it. For the first time, American organizations, on
American soil, were faced with a diverse workforce, resulting in complex cross-cultural
interactions.
CQ was developed by Earley and Ang (2003) in response to the unique, crosscultural interactions that were taking place as a result of globalization. Earley and Ang
theorized that CQ could not be defined by the established definitions of intelligence.
They believed that the complex processes, which defined CQ, lay outside the parameters
of earlier intelligence theory.
According to Cheon (2019), cultural diversity exists when multiple cultural
entities operate within the same arena while maintaining their individual identities,
traditions, and characteristics. Cultural diversity, within a school setting, requires the
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recognition and celebration of a wide range of diverse cultural identities while
assimilating a common identity to which all members can ascribe (Deal & Peterson,
2016). Moreover, Deal and Peterson (2016) argued that a shared identity is essential to
success.
Theoretical Foundations
Theories related to the development of CQ have expanded since Earley and Ang
(2003) began their quest to identify the constructs of CQ. They began by looking to
social intelligence (SI) and emotional intelligence (EI) to define CQ but found the
previously identified types of intelligence to be insufficient (Earley & Ang, 2003).
Earley and Ang found that CQ was a form of intelligence all on its own. Moreover, Van
Dyne, Ang, and Koh (2015) identified the four dimensions of CQ as metacognitive,
cognitive, motivational, and behavioral. Thomas et al. (2008) redefined the domain of
CQ to include cultural skills, cultural knowledge, and cultural metacognition.
Mindfulness and cultural intelligence. According to Thomas (2006), CQ is
defined as the interconnection of three critical elements: knowledge, behavior, and
mindfulness. Thomas argued that in order to become culturally intelligent, one must be
mindful of both the existence of other cultures and the differences between them.
Moreover, one’s knowledge of culture is further differentiated as cognitive and
motivational knowledge (Thomas, 2006). This distinction is key. Cognitive knowledge
refers to one’s reliance on cultural norms and experiences to make sense of differing
cultures. Motivational knowledge refers to the underlying motivation in seeking a crosscultural understanding (Thomas, 2006). Thomas was clear in establishing mindfulness as
the essential connection between knowledge and behavior because mindfulness provides
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the cognitive awareness necessary to adapt and respond to cross-cultural situations.
Finally, Thomas contended that the behavioral component of CQ stems from one’s
knowledge (both cognitive and motivational) of culture, combined with mindfulness, in
order to make behavioral choices that extend beyond acculturation, allowing one to
operate in a manner consistent with the target culture and one’s underlying motivations.
Four dimensions of cultural intelligence. Building on Earley and Ang’s (2003)
initial construct of CQ, Ang and Van Dyne (2008) identified the following four
dimensions of CQ: (a) metacognitive, (b) cognitive, (c) motivational, and (d) behavioral.
Ang and Van Dyne argued that in order to demonstrate CQ, individuals must have the
metacognitive ability to gain an understanding of various cultures apart from their own,
the cognitive ability to act on that knowledge to make informed decisions, the motivation
to actively engage in multicultural environments, and the behavior to make appropriate
decisions within a variety of cross-cultural contexts.
Cultural intelligence domain and assessment. Building on earlier definitions of
CQ theory, Thomas et al. (2008) redefined the construct of CQ as a model wherein one’s
cultural knowledge and skills, combined with cultural metacognition, result in culturally
intelligent behavior. This definition supports the idea that CQ is an iterative process. As
one engages in cross-cultural interactions and reflects on those interactions, cultural
knowledge and skills broaden, resulting in increased culturally intelligent behavior
(Thomas et al., 2008). According to Thomas et al., adaptive skills provide for the fluidity
of culturally intelligent responses within dynamic cross-cultural interactions.
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Theoretical Framework
Kennedy’s (2008) five distinctive qualities of leadership, needed for building CQ
in organizations, serve as the theoretical framework for this study. Kennedy’s framework
of the five distinctive qualities of leadership values diversity in the workforce and
explores ways to create an inclusive environment through the development of those
differences. The five distinctive qualities of leadership needed to put individual
differences to work, according to Kennedy, include (a) making diversity an
organizational priority, (b) getting to know people and their differences, (c) enabling rich
communication, (d) holding personal responsibility as a core value, and (e) establishing
mutualism as the final arbiter.
Organizational priority. When considering diversity within an organization,
Kennedy (2008) asserted that organizations must prioritize their diversity to unlock their
full potential. Prioritizing diversity provides organizations with a wider variety of ideas
and potential solutions than found when promoting a homogeneous workforce (Kennedy,
2008). Moreover, prioritizing diversity fosters a culture of inclusion, which values and
engages all members of the organization (Kennedy, 2008).
Know people and their differences. Kennedy (2008) argued that in order for an
organization to optimize the skill set of its workforce, it must commit to developing a
deep understanding of the cultural, ethnic, generational, and gender-related characteristics
that distinguishes its workforce. Intimate knowledge of those diverse characteristics
allows the organization to respond fluidly and appropriately to a wide variety of diverse
cultural interactions. More importantly, it provides the organization with greater cultural
capital with which to negotiate effectively within a global marketplace (Kennedy, 2008).
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Enables rich communication. Rich communication is predicated on the open
and free exchange of ideas, across and between all levels of the organization (Kennedy,
2008). Kennedy (2008) urged leaders to place an emphasis on understanding the diverse
viewpoints of those in the organization with the intent to gather new ideas, fresh
perspectives, or a deeper understanding of diverse viewpoints, propelling the organization
forward. Critical to rich communication is building a foundation of trust from which all
members of the organization are free to participate in open and honest dialogue
(Kennedy, 2008).
Personal responsibility as a core value. Personal responsibility must drive a
leader’s choices, independent of the organization’s identity (Kennedy, 2008). Kennedy
(2008) contended that personal responsibility requires a deeper threshold of
accountability, which serves to elevate the commitment for all. Moreover, it is essential
that leaders who incorporate personal responsibility as a core value actively seek
opportunities to develop this skill in others (Kennedy, 2008).
Mutualism as the final arbiter. Kennedy (2008) was clear in her argument that
mutualism must serve as a guiding principle for all leaders in all interactions. Leaders
must learn to measure success in terms of a collective achievement rather than an
individual accomplishment (Kennedy, 2008). Finally, Kennedy called upon leaders to
allow mutualism to serve as a moral compass in decision-making.
Cultural Intelligence and Leadership
As immigration rates continue to rise, so too has the need for cross-cultural
navigation in American schools. The Center for Immigration Studies reports that nearly
one fourth of all public school students in America are immigrants (Camarota et al.,
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2017). Moreover, in 2015, nearly one fourth of those students spoke a language other
than English at home (Camarota et al., 2017). According to Goldring et al. (2013), 82%
of all American teachers are White, underscoring the need for CQ. According to Goksöy
(2017), school leaders’ perception of their overall level of CQ was an indicator of the
quality of their CQ practices. School leaders who believed they had a high level of CQ
demonstrated higher levels of CQ in their day-to-day interactions. Conversely, leaders
who perceived their levels of CQ to be low demonstrated low levels of proficiency.
Finally, research studies evaluating the impact of a school leader’s CQ on academic
success are limited. However, according to Minkos et al. (2017), there is a connection
between high levels of CQ in a school principal and the academic success of eighth-grade
Latino students in English language arts.
Cultural Intelligence and Public Education
CQ has evolved from a mechanism to operate within a diverse population (Earley
& Ang, 2003) to an understanding that CQ provides the construct necessary to invoke
change within and among diverse populations (Thomas et al., 2008). This distinction is
key to exploring the value of CQ and school leadership. According to Göksoy (2017),
one cannot separate a school’s culture from its leadership. Moreover, there is a direct
relationship between leadership and the development of school culture (Göksoy, 2017).
School Leadership
According to Thomas (2006), CQ provides leaders with the cognitive ability not
only to understand the motivations and behaviors of a variety of diverse populations but
also to interact effectively while furthering the goals of the organization. For school
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leadership, this entails fostering synergy among a wide variety of diverse cultures while
promoting strong academic outcomes (Deal & Peterson, 2016).
Similarly, Hansuvadha and Slater (2012) argued that it is imperative for school
leaders to “monitor and model” (p. 175) CQ competency to ensure student success. In
addition, Collins et al. (2016) found a positive correlation between school administrators
with high levels of CQ and the English language arts scores of eighth-grade Latino
students. Moreover, research has found the impact of a school leader’s CQ to reach
beyond academic success. In fact, there is a direct correlation between the principals’ CQ
and their entrepreneurial activities, which is an indicator of school success (Baltaci,
2017).
The connection between CQ and school leaders is complex. An increase in CQ
does not always equate to cultural equity. According to Baltaci (2017), as the school
leaders’ CQ increases, so does their bias. He found that as leaders developed stronger
cultural ties across groups, those new understandings served to bias them in favor of that
group (Baltaci, 2017). Baltaci asserted that as the principals’ CQ develops, they become
emotionally involved with that cultural group. As a result, they develop bias in support
of the group rather than simply acquiring an understanding of the culture as a mechanism
for guiding cross-cultural interactions (Baltaci, 2017). The implication that increasing a
leader’s level of CQ could lead to bias may have significance when considering the role
of CQ on school leadership. The findings of Thomas (2006) and Baltaci (2017)
demonstrated a need for further research to understand the possible implications this new
understanding of CQ could have on school leaders and the students they lead.
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CQ is defined as the ability to operate successfully in a variety of cross-cultural
situations not only with the intent to adapt to a variety of cultural settings but also with
the intent to use one’s cultural metacognition to shape the outcome of those interactions
(Earley & Ang, 2003; Thomas et al., 2008). According to Thomas (2006), the ability to
interact appropriately in culturally diverse situations requires three key components:
(a) knowledge, (b) behavior, and (c) mindfulness. In addition, Thomas cautioned that the
link between mindfulness and behavior may lead to the use of CQ to shape cross-cultural
interactions for the purpose of self-promotion. The idea that CQ could be used as a
manipulation tool during cross-cultural interactions raises important concerns.
More recently, research suggests that an increase in CQ could lead to an increase
in bias (Baltaci, 2017). According to Baltaci (2017), when a group of school principals
increased their levels of CQ, they demonstrated increased levels of bias with regard to
that cultural group. Although it has been nearly 2 decades since researchers began
studying CQ, it is important to recognize that CQ research, which seeks to understand the
relationship between school leaders and CQ, is in its infancy.
Dual Immersion Schools
Dual immersion programs are designed to develop students who are bilingual,
biliterate, and multicultural. Students enrolled in dual immersion programs receive
academic instruction in both their native language and a partner language. Dual
immersion instructional programs fall into two categories: one-way immersion (OWI)
and two-way immersion (TWI). OWI programs consist of students who share the same
first language, and TWI programs consist of a mix of native-speaking students from both
languages (Rubio, 2018).
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Two-way dual immersion programs can be further categorized into two models:
the 90:10 and 50:50 models. In the 90:10 model, kindergarten students receive 90% of
instruction in the target language while 10% of instruction is in English. As students’
progress through elementary school, the ratio of English to Spanish increases until both
languages are taught 50% of the time, usually by the fifth grade and continues through
the 12th grade. In contrast, the 50:50 model provides 50% of academic instruction in
English and 50% of academic instruction in the target language, beginning in
kindergarten and continuing through the 12th grade. Another key distinction between the
two models is in the native language of the educators. In a 90:10 model, all educators are
bilingual, whose native language is the target language. The bilingual teachers provide
all the instruction, both English and the target language, whereas the 50:50 model has two
different teachers providing instruction. A native, English-speaking teacher provides
English instruction 50% of the time while a native-speaking teacher of the target
language also provides instruction 50% of the time. According to Potowski (2007), dual
immersion programs offer an opportunity for students speaking a minority language
(such as Spanish) and a majority language (English) to learn both languages in the same
classroom. Beyond language acquisition, such programs strive to elevate the minoritylanguage status with the expectation that minority students will embrace their cultural
identities and value their native language.
Dual Immersion Leadership
According to the California Department of Education (CDE, 2018a), there were
407 public dual immersion schools in California, a number that was expected to nearly
double by 2020. Moreover, with the implementation of Global California 2030, CDE is
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predicting 1,600 dual immersion schools by the year 2030. This dramatic increase in
public dual immersion schools underscores the need to understand the role dual
immersion school administrators play in creating a culture of inclusiveness.
A school administrator’s ability to serve as a “cultural unifier” (Rocque et al.,
2016, p. 814) is a key factor in the success of dual immersion programs. This role
presents unique challenges and requires administrative skills unlike those of
administrators overseeing monolinguistic schools. For example, dual immersion
principals must ensure a cultural curiosity between students of the native and target
cultures, which extends beyond ensuring cultural equity to include opportunities for
students to connect authentically with the culture of the target language in order for
students to remain engaged in learning (Palmieri, 2018). In addition, dual immersion
administrators are faced with the challenges of hiring and cultivating staff who are not
only qualified to teach in a dual immersion setting but who also demonstrate an extensive
working knowledge of both the cultures and languages being taught (Howard et al.,
2018). Finally, dual immersion administrators must serve as champions of the program,
enlightening, engaging, and enlisting support from all stakeholders, including community
members, district employees, school board members, students, staff, and families
(Howard et al., 2018).
Statement of the Research Problem
According to the Center for Immigration Studies, 23% of all public school
students speak a language other than English at home (CDE, 2018a). In California, that
number jumps to 47%, and 80% of those students’ home language is Spanish (CDE,
2018a, 2020). Moreover, one fourth of all students in California are English learners
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(ELs). This equates to approximately 1.3 million students (CDE, 2018a). According to
CDE (2020), 69% of the state’s ELs are enrolled in elementary school. As a result of the
ever-increasing population of ELs, the Global California 2030 initiative is working to
increase the number of bilingual teachers by more than 1,000. In addition, the initiative
aims to triple the rate of students graduating from high school with a Seal of Biliteracy to
nearly 180,000 while at the same time increasing the number of dual immersion schools
to 1,600 (CDE, 2018a).
Twenty-three percent of American public school students are immigrants
(Camarota et al., 2017). By comparison, the cultural composition of teachers is not
nearly as diverse. According to Goldring et al. (2013), 83% of all teachers are White.
Given the diverse cultural composition of the American classroom, and the lack of
diversity among teachers, it is important to understand the role an administrator’s CQ has
on developing a culture of inclusiveness within a dual immersion setting.
Researchers have found that administrators of dual immersion programs who
were successful recognized the need for developing skills that went beyond those of a
typical school administrator (Rocque et al., 2016). However, Rocque et al. (2016)
cautioned that research pertaining to the skills necessary for dual immersion leaders is
limited. More importantly, few studies have researched the importance of the leadership
skills of dual immersion administrators (Rocque et al., 2016).
According to Earley and Ang (2003), CQ has evolved from operating as a
mechanism within a diverse population to an understanding that CQ provides the
construct necessary to invoke change within and among diverse populations. This
distinction is key to exploring the value of CQ and school leadership. According to
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Göksoy (2017), one cannot separate a school’s culture from its leadership. Moreover,
there is a direct relationship between leadership and the development of school culture
(Göksoy, 2017). Dual immersion schools are a unique alternative within the public
school system. Principals leading dual immersion schools are likewise uniquely
challenged to support high-academic performance while also integrating languages and
cultures with a diverse staff and student body. Dual immersion principals are expected to
be culturally intelligent leaders, possessing the knowledge and skills necessary to guide
such a diverse and complex organization. However, there is a lack of information and
understanding of the leadership strategies dual immersion principals identify as essential
to creating a culture of inclusiveness.
Purpose Statement
The purpose of this sequential explanatory mixed methods study was to identify
and describe the leadership strategies that exemplary elementary dual immersion
principals in Orange and San Diego counties in Southern California use to create an
organizational culture of inclusiveness using Kennedy’s (2008) five leadership qualities
of cultural differences.
Research Questions
1. What strategies do exemplary elementary dual immersion principals use to make
diversity a priority?
2. What strategies do exemplary elementary dual immersion principals use to get to
know people and their differences?
3. What strategies do exemplary elementary dual immersion principals use to enable
rich communication?
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4. What strategies do exemplary elementary dual immersion principals use to make
accountability a core value?
5. What strategies do exemplary elementary dual immersion principals use to establish
mutualism as the final arbiter?
6. What do exemplary elementary dual immersion principals perceive as the most
important advantages of creating an organizational culture of inclusiveness?
Significance of the Problem
Children of immigrant parents are entering the U.S. public school system at a
staggering rate. In 2015, nearly 23% of public school students in the United States were
immigrants, and of those, nearly one third were the children of illegal immigrants
(Camarota et al., 2017). As a result, the number of ELs enrolled in public schools in the
United States during the 2012-2013 school year reached nearly 5,000,000 children
(Camarota et al., 2017). The magnitude in the diversity of public school students is
surpassed only by the lack of diversity among American teachers; 83% of public school
teachers are White (Goldring et al., 2013). Public school leaders are left to bridge both a
cultural and linguistic divide, serving to diminish educational outcomes for all students.
California is home to nearly 25% of all students identified as ELs in the United
States (Camarota et al., 2017). Given the inherent disparity between English-only
students and ELs, California public school administrators struggle to meet the everincreasing demands of public education. In fact, California schools are ranked 37th in the
nation for pre-K through 12th grade (U.S. News & World Report, 2019). To close the
equity gap and ensure equitable learning outcomes for all students, many public school
administrators are reimagining failing schools as two-way dual immersion schools. In
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2018, California was home to more than 400 public dual immersion schools, and
according to CDE (2018a), that number is expected to surge to 1,600 by the year 2030.
The projected increase in the number of dual immersion schools provides unique
challenges for school administrators because the leadership skills required to successfully
implement dual immersion programs differ greatly from traditional English-only schools
(Rocque et al., 2016). Moreover, Rocque et al. (2016) argued that the development of an
administrator’s CQ is an essential component for success. Finally, Collins et al. (2016)
identified a direct relationship between the CQ of an administrator and the learning
outcomes for students. This study sought to add to the literature regarding the leadership
strategies that exemplary elementary dual immersion principals use to create an
organizational culture of inclusiveness.
The results of this study will benefit the 1,037 public school districts that employ
approximately 800 dual immersion administrators in California, a number that is
expected to double by the year 2030 (CDE, 2018a). Understanding the strategies
exemplary elementary dual immersion principals use to create an organizational culture
of inclusiveness will serve to inform their hiring practices, professional development, and
professional learning communities. In addition, this study will directly benefit the nearly
180,000 students who are projected to receive a California Seal of Biliteracy when
graduating from high school in 2030 (CDE, 2018a). According to Tom Torlakson,
California state superintendent of public instruction (California Department Education,
2018b), “Biliteracy is increasingly important to employment in an international and
global context to prepare students for the jobs of tomorrow” (p. 1). Moreover, this study
will serve as a roadmap for building cultural capacity as part of new administrator
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preparation programs and organizations that support the growth and development of
school administrators in California, such as the Association of California School
Administrators (ACSA) and the California Association for Bilingual Education (CABE).
Marzano, Waters, and McNulty (2005) found that of the 21 responsibilities of school
leaders identified to directly correlate with student academic achievement, culture was
ranked sixth. Therefore, providing emerging school administrators with an understanding
of the strategies that exemplary elementary dual immersion principals use to develop an
organizational culture of inclusiveness will positively impact student achievement.
Definitions
This section provides the definitions of the terms used in this study. The
definitions were constructed by a collective group of peer researchers studying the
strategies used by exemplary leaders in creating an organizational culture of
inclusiveness using Kennedy’s (2008) five leadership qualities of cultural differences.
Theoretical Definitions
Organizational priority. Diversity as an organizational priority is an intentional
action to embrace individuals’ unique differences, perspectives, and talents as an
identifier for organizational success (Kennedy, 2008; Winters, 2015).
Know people and their differences. Knowing people and their differences is
intentionally developing deep knowledge, expertise, and empathy about diversity through
curiosity, experiences, and daily practice (Hesselbein & Goldsmith 2009; Kennedy, 2008;
Travis, Nugent, & Lengnick-Hall, 2019).
Enables rich communication. Rich communication is the transfer of
information with the intent to understand meaning and broaden one’s perspective,
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resulting in a personal connection between individuals (Armengol, Fernandz, Simo, &
Sallan, 2017; Daft & Lengel 1986; Jensen, Moynihan, & Salomonsen 2018; Kennedy
2008).
Personal responsibility as a core value. Personal responsibility as a core value
is the leaders’ conscious ownership of their actions and the impact on others (Kennedy,
2008; Molenmaker, De Kwaadsteniet, & Van Dijk, 2016; Tausen, Miles, Lawrie, &
Macrae, 2018).
Mutualism as the final arbiter. Mutualism as the final arbiter is when everyone
benefits, and no one is harmed by the decisions and actions within the team or
organization (Kennedy, 2008). Mutualism establishes trust in organizations through a
deep sense of shared purpose, a thoughtful inspection of each member’s ideas and
interests, and an interdependence when performing roles and responsibilities (Harvey &
Drolet, 2006; Mishra, 1996; Rau, 2005).
Operational Definitions
Culture of inclusion. An organizational culture of inclusion is developed
through the incorporation of diverse individuals in an environment of mutual respect and
acceptance, which recognizes and values their unique contribution to the success of the
organization (Azmat, Fujimoto & Rentschler, 2014; Kennedy, 2008; Mak, Daly, &
Barker, 2014; Tawagi & Mak, 2015).
Culture. Culture is all-learned and shared human patterns or models that
distinguishes the members of one group of people from another (Damen, 1987).
Cultural intelligence (CQ). CQ is an individual’s ability to relate and work
effectively in culturally diverse settings (Ramirez, 2014).
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Dual immersion. Dual immersion is an educational model that (a) provides
English instruction to ELs while preserving their native language and elevating their
cultural status, (b) provides second language instruction to native English speakers, and
(c) provides rigorous multicultural instruction (Howard et al., 2018; Potowski, 2007).
English learner (EL). CDE (2019) defines an EL as a student whose home
language is a language other than English (as reported on the Home Language Survey)
and who, as the result of a state-administered language assessment, is determined to not
have the listening comprehension, speaking, reading, and writing skills necessary to
achieve success in a regular education classroom.
Cross-cultural understanding. Developing a cross-cultural understanding
requires explicit knowledge of the similarities and differences of both cultures, coupled
with an understanding of the interplay of those characteristics to act effectively in a
variety of cross-cultural settings (Earley & Ang, 2003; Thomas & Inkson, 2017).
Cultural diversity. Cultural diversity exists when different cultures, or aspects
of different cultures, are present simultaneously (Berry, 1997; Cheon, 2019; Hao, Li,
Peng, Peng, & Torelli, 2016). According to Berry (1997), the simultaneous plurality of
cultures often leads to power imbalances.
Delimitations
This study was delimited to 18 exemplary elementary dual immersion principals
in Orange and San Diego counties in Southern California. For this study, exemplary
elementary dual immersion principals are defined as those who are set apart from their
peers in a supreme manner with the exhibition of at least four of the following six
characteristics:
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• The principal participates in organizational and community activities involving diverse
individuals.
• The principal demonstrates evidence of leading a culturally inclusive organization.
• The principal has a minimum of 5 years of experience in the profession.
• The principal has had articles, papers, or materials written, published, or presented at
conferences or association meetings about cultural inclusion.
• The principal has received recognition by his or her peers as a leader who gives
respect to all people.
• The principal is a member in good standing in professional associations in his or her
field.
Organization of the Study
This study was organized into five chapters, references, and appendices.
Chapter I provided the introduction of meaning and leadership, the background, the five
variables of behaviors of exemplary leaders, and posed the research questions used in the
study. Chapter I also provided both theoretical and operational definitions used in the
study. Chapter II provides an extensive review of the literature and research that has
been conducted on the characteristics and traits identified by exemplary elementary dual
immersion principals. Chapter III describes the methodology used to collect and analyze
the data used in the study. Chapter IV provides an analysis of both the quantitative and
qualitative data collected and a summary of the research findings. Chapter V concludes
the study with the significant findings, conclusions, research gaps, and recommendations
for future studies.
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CHAPTER II: REVIEW OF THE LITERATURE
Chapter II provides a review of the literature related to exemplary elementary dual
immersion principals and the strategies they use to create an organizational culture of
inclusiveness. The literature review begins with a brief overview of the literature,
followed by the theoretical foundations used in the study, including intelligence theory
and leadership theory. The theoretical framework describes five distinctive leadership
qualities identified by Kennedy (2008). The literature review continues with an analysis
of cultural intelligence (CQ) and school leadership, which is followed by an examination
of dual immersion programs and dual immersion leadership. This chapter concludes with
a summary of the literature review, including a discussion of the synthesis matrix.
Review of the Literature
Culture is defined as the interpretation of intangible factors, such as values, ideals,
and symbols, to which a particular group of people ascribe similar meaning (Banks,
Banks, & McGee, 1989). Accordingly, cultural diversity is present when multiple
cultural groups “coexist across human populations as well as within societies and
organizations” (Cheon, 2019, p. 93). Increasing cultural diversity, brought on by
globalization, prompted Earley and Ang (2003) to look beyond traditional forms of
intelligence, identifying CQ as a mechanism for understanding problems of cultural
diversity (Ng, Van Dyne, & Ang, 2012). Ang and Van Dyne (2008) built on early
theories of CQ and identified the four dimensions of CQ. Collins et al. (2016) found that
the four dimensions of CQ extend beyond business applications to include educational
settings. They found that the extensive evidence in support of CQ to “address the adverse
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effects of diverse settings” (Collins et al., 2016, p. 468) was equally applicable to school
settings.
Traditional academic learning programs designed to close the achievement gap
for English learners (ELs) have failed (Collier & Thomas, 2004). Moreover, ELs have
lost more than academics. According to DeMatthews and Izquierdo (2017), traditional
deficit-based programs have cost ELs their native language and cultural identity whereas
dual immersion programs have emerged as an “astoundingly effective” (Collier &
Thomas, 2004, p. 11) mechanism for delivering superior instruction for all students while
simultaneously transforming school climate and culture into a nurturing, multicultural
atmosphere benefiting students, staff, and families.
The traditional role of a school principal has expanded, requiring the modern
principal to serve as a change agent responsible for implementing school-wide reform
(Acton, 2020). Within the context of a dual immersion school, principals are required to
act as a cultural change agent. Dual immersion principals must advocate for the rights of
marginalized students, counter racial and cultural biases, and ensure the equitable
distribution of resources (DeMatthews & Izquierdo, 2017, 2020), all while supporting the
needs of English-only students.
Rocque et al. (2016) found the leadership of dual immersion schools akin to
second-order change and subject to Marzano et al.’s (2005) seven responsibilities of
leadership. However, little research exists to identify and understand the strategies
exemplary elementary principals of dual immersion schools use to create an
organizational culture of inclusiveness. The purpose of this literature review is to
identify and synthesize existing research related to CQ, dual immersion programs, and
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school leaders while denoting key areas of disagreement and identifying gaps to inform
future research.
Theoretical Foundations
Intelligence Theory
Identifying, measuring, and defining intelligence has been the goal of researchers
since the beginning of ancient civilization (Plucker & Shelton, 2015; Sternberg, 2000).
Early research has focused on a common factor of intelligence (g), which was limited to
evaluating an individual’s intellectual ability over a finite set of tasks (Earley & Ang,
2003). However, it was not until researchers began to explore the relationship between
the individuals and their culture that the interactional theory of intelligence evolved,
which was foundational in developing the current understanding of CQ (Earley & Ang,
2003; Liao & Thomas, 2020). According to Magnusson (1992), “An interactionistic
view emphasizes a holistic perspective on individual development as a process
characterized by continuous, reciprocal interplay between mental and biological factors
in the individual and between the individual and his/her environment” (p. 120).
According to Liao and Thomas (2020), the theory of CQ stems from Earley and Ang’s
(2003) understanding of intelligence, which moves beyond the limited view of general
intelligence to include attributes of multiple intelligence theory, triarchic theory, and
bioecological theory, all of which are considered to be interactional theories of
intelligence. In addition, interpersonal research identified common characteristics
between social intelligence (SI), emotional intelligence (EI), and CQ, but unlike SI and
EI, CQ is rooted in an intercultural context (Ang, Rockstuhl, Tan, 2015; Elenkov &
Pimentel, 2015; Thomas, 2006).
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General intelligence. Charles Spearman developed the theory of general
intelligence (g) when he noted the existence of a common factor of intelligence (IQ)
across a variety of abilities (Plucker & Shelton, 2015; Sternberg, 2000). Building on the
concept of the g factor, many researchers have studied the correlation of g and physical
attributes, job performance, social outcomes, and creativity (Plucker & Shelton, 2015).
Of particular interest when considering the influence of g on CQ is the Cattell-Horn twofactor theory wherein researchers identified two key components of g: crystallized
intelligence (gc) and fluid intelligence (gf; Kvist & Gustafsson, 2008; Plucker & Shelton,
2015). In this two-factor model, fluid intelligence is described as the ability to quickly
solve new and complex problems through reasoning (Plucker & Shelton, 2015;
Sternberg, 2000). Crystallized intelligence considers an individual’s ability and
experience with regard to language and culture and, more importantly, how that
knowledge is applied when problem-solving (Plucker & Shelton, 2015; Sternberg, 2000).
Multiple intelligence theory. According to Gardner (1987), intelligence is a
multimodular construct, which is grounded in cultural context. Gardner differentiated his
understanding from earlier theories of intelligence in which a single or general
intelligence was theorized. Gardner argued that general intelligence theory did not
explain how a person could be strong cognitively in one area but not in another. In
support of his multiple intelligence theory, Gardner found that patients who had sustained
brain injuries in one part of their brain demonstrated intelligence in other parts of their
brain. To understand multiple intelligence theory, it is essential to view intelligence
(one’s ability) in relation to a person’s everyday environment (Gardner, 1987; Sternberg,
1986). After constructing a set of eight criteria to isolate his intelligence modules,
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Gardner (1987) identified the following eight intelligences: (a) linguistic intelligence, (b)
logical-mathematical intelligence, (c) spatial intelligence, (d) bodily-kinesthetic
intelligence, (e) musical intelligence, (f) interpersonal intelligence, (g) intrapersonal
intelligence, and (h) naturalist intelligence. Gardner’s selection of eight intelligences was
not meant to be a definitive or exhaustive list, rather a mechanism for measuring the
evolutionary ways in which humans learn.
Triarchic theory. Offering another alternative to the theory of general
intelligence, Sternberg (1984) argued that intelligence could be identified through three
key subtheories: (a) intelligence is relative to the external world of the individual; (b)
intelligence is determined, in part, by the intersection of one’s experience with the
novelty or automatization of a given task; and (c) the individual’s internal structures that
determine one’s ability to learn, plan, and execute a given task. Sternberg’s assertion that
intelligence requires metacognition, knowledge, and performance provided the
groundwork for early theories of CQ (Liao & Thomas, 2020).
Bioecological theory. The bioecological theory of intelligence contends that in
order to realize the full potential of one’s inherited (genetic) intelligence, an individual
must have a high level of proximal process (Bronfenbrenner & Ceci, 1994). That is, one
must have a consistent, repetitive interaction with the environment in order to activate
one’s genetic intelligence. Bronfenbrenner and Ceci (1994) argued that it is not one’s
genetic makeup, in and of itself, that determines intelligence, but rather a combination of
genetics and active experiences with the environment, which dictate intellectual
outcomes (Bronfenbrenner & Ceci, 1994). Liao and Thomas (2020) maintained that
motivation is key to the proximal process; without the motivation to engage with the
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environment, any potential genetic advantage would remain dormant (Liao & Thomas,
2020). Bioecological theory illustrates a direct link between motivation and an
interactive experience with the environment, which is foundational to CQ theory (Liao &
Thomas, 2020).
Social intelligence theory. SI is defined as the ability to navigate effectively in
social interactions while utilizing one’s knowledge and perception in order to direct
behavior towards a desired outcome (Crowne, 2013; Marlowe, 1986). In addition to
being defined as a multidimensional construct (Marlowe, 1986), Crowne (2009) argued
that SI is a “super-ordinate construct” (p. 155) from which EI and CQ are derived (see
Figure 1). Crowne’s (2009) relationship model postulated that the factors which lead to
higher levels of EI and CQ also increase one’s level of SI.

Figure 1. The relationships among social intelligence, emotional intelligence, and cultural
intelligence. Reprinted from “The relationships Among Social Intelligence, Emotional
Intelligence and Cultural Intelligence,” by K. A. Crowne, 2009, Organization Management
Journal, 6(3), p. 155. https://doi.org/10.1057/omj.2009.20.
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Emotional intelligence theory. EI can be defined as having the capacity to
recognize, discern, evaluate, and respond to the emotions of others while regulating the
expression of one’s own emotions (Elenkov & Pimentel, 2015; Jonck & Swanepoel,
2015). According to Jonck and Swanepoel (2015), EI and CQ share a reciprocal
relationship in the following four key areas: (a) mindfulness and perception of emotion,
(b) metacognition and generation of emotion, (c) behavior and management of emotion,
and (d) motivation and emotional intent (see Table 1). EI and CQ can be thought of as
correlative in that CQ shapes the context for emotional discourse while EI provides
motivation for acquiring cross-cultural competencies (Jonck & Swanepoel, 2015).
Additionally, Jonck and Swanepoel contended that only when considering the cognitive
aspect of CQ do the two theories diverge. In contrast, Crowne (2013) found that cultural
exposure did not influence both EI and CQ as anticipated, regardless of the depth and
breadth of that exposure. In fact, Crowne found that while cultural exposure did not
influence EI at all, it did influence one’s CQ.
Cross-Cultural Effectiveness (Competence)
Early research linked cross-cultural effectiveness with an individual’s personality
traits and intelligence (Ang et al., 2015; Li, 2020; Liao & Thomas, 2020). Researchers
have sought to identify personality traits, which would serve as an indicator of an
individual’s cross-cultural competence (Ang et al., 2015; Li, 2020; Liao & Thomas,
2020). Moreover, researchers have believed that intelligence, in one’s own cultural
context, led to cross-cultural success (Ang et al., 2015). The study of cross-cultural
effectiveness gained traction in the 1960s when researchers determined that personality
was not a key indicator of cross-cultural success (Liao & Thomas, 2020). In fact, two
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Table 1
Summary of the Link Between Cultural and Emotional Intelligence
Cultural intelligence

Emotional intelligence

Description

Mindfulness

Perceiving emotions

Observing and interpreting of
situations or emotions

Metacognitive component

Facilitating thought

Ability to generate, use, and feel
emotions as necessary thus
flexibility and capability to adjust
own views or emotions

Behavioral component

Managing and
understanding emotions

Ability to understand and execute
the required action thus modulate
emotions in self and others to
promote understanding and
generate required actions to
establish quality relationships

Motivation

Intent or resolve

Willingness to persevere and
motivation to adjust accordingly

Knowledge

Knowledge of the fundamental
principles of a culture.

Note. Reprinted from “Exploring the Theoretical Link Between Cultural and Emotional
Intelligence: A System Analysis for Human Resource Management,” by P. Jonck & E.
Swanepoel, 2015, South African Journal of Business Management, 46(4), p. 80.

major groups of researchers, working independently, one studying expatriates and the
other studying Peace Corp volunteers, found that behavioral skills and abilities, not
personality, were essential in cross-cultural effectiveness (Liao & Thomas, 2020).
According to Pellegrino (1986), cross-cultural research identified the importance of
understanding the individuals’ cultural values in relation to their environment as a key
component of measuring intelligence. Advances in cross-cultural research marked a
distinct shift in the focus of intelligence theory and served to guide the work of Earley
and Ang (2003) in identifying and defining CQ as a distinct, four-factor construct,
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encompassing metacognitive, cognitive, motivational, and behavioral dimensions (Ang &
Van Dyne, 2008; Earley & Ang, 2003; Liao & Thomas, 2020).
The Evolution of Cultural Intelligence Theory
Lack of clarity with regard to intelligence theory and cross-cultural effectiveness,
as they relate to intercultural success, prompted Earley and Ang (2003) to consider CQ as
an intelligence all its own. Earley and Ang contended that CQ is a form of intelligence
that must be viewed through an interactional lens (see Appendix A for a synopsis of the
evolution of cultural intelligence).
CQ is gained through the interactions of individuals and their environment, which
is demonstrated through one’s ability to “adapt effectively to new cultural contexts”
(Earley & Ang, 2003, p. 26). This theory sets itself apart from cross-cultural
effectiveness because it is reliant upon the adaptive skills and behaviors of individuals,
not their personality or IQ score. In addition, it is distinct from SI and EI because the
scope of CQ is limited to one’s ability to interact effectively in new, unfamiliar cultural
contexts (Earley & Ang, 2003; Peng, Van Dyne, & Oh, 2014; Thomas, 2006). Moreover,
in contrast to the fixed nature of personality, CQ has the potential to grow (Ang & Van
Dyne, 2008). This is further supported by the claim of Thomas et al. (2008) that the
development of CQ falls along a continuum. Earley and Ang (2003) developed a threeprong model of CQ, identifying cognitive, motivational, and behavioral facets of CQ (see
Figure 2).
Cognitive. The cognitive component of the CQ model hinges on the strength of
one’s self-identity (Earley & Ang, 2003; Liao & Thomas, 2020). Early and Ang (2003)
focused on understanding the social cognition of an individual as a factor when engaging
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in cross-cultural interactions. In order to be successful, individuals must have the ability
to both interpret cultural cues and use their own cultural understanding to evaluate and
respond to those cues within a novel cultural context (Earley & Ang, 2003; Liao &
Thomas; 2020). In this early model of cultural intelligence, cognitive and metacognitive
elements of CQ were combined within the cognitive facet (Earley & Ang, 2003; Liao &
Thomas, 2020; Ott & Michailova, 2018; Patel & Salih, 2018).

Figure 2. Cultural intelligence model. Reprinted from “Cultural Intelligence: Individual
Interactions Across Cultures,” by P. C. Earley & S. Ang, 2003, p. 23. Stanford, CA: Stanford
Press.

Earley and Ang (2003) found that as a subset of cognition, metacognition, which
is thinking about how people process information, allows one to consider, process, and
respond to the unique ways in which culture impacts self-image. Finally, Earley and Ang
argued that cognitive flexibility is essential to developing high levels of CQ. To be
culturally intelligent, one must demonstrate the cognitive ability to identify novel cultural
cues and the cognitive flexibility to process those cues against current ideology,
developing new schema as necessary. CQ requires a constant evaluation and
restructuring of one’s self-image and the image of others to make sense of novel
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intercultural experiences (Earley & Ang, 2003; Liao & Thomas, 2020; Patel & Salih,
2018).
Motivational. Cognition alone does not guarantee CQ. To achieve high levels of
CQ, one must be intrinsically motivated and demonstrate high levels of self-consistency
and self-efficacy (Earley & Ang, 2003; Liao, & Thomas, 2020). According to Earley and
Ang (2003), motivation drives cultural interaction. Individuals who believe they will
personally gain from the interaction are more likely to engage in novel cultural
interactions (Earley & Ang, 2003; Peng et al., 2014). As a result, individuals are more
likely to recall information and make connections to existing schema (Earley & Ang,
2003). In addition, those with increased levels of engagement develop increased selfefficacy, which in turn results in the confidence to continue to engage in new intercultural
experiences. Liao and Thomas (2020) asserted that motivation is a key element that
distinguishes CQ from general intelligence.
Behavioral. The behavioral component of CQ is reliant on high levels of
cognition and motivation (Ang & Van Dyne, 2008; Earley & Ang, 2003). To act in a
culturally proficient manner, one must possess the intelligence necessary to recognize
culturally specific behaviors and the motivation to understand, adapt, and respond
appropriately (Ang & Van Dyne, 2008; Earley & Ang, 2003). Liao and Thomas (2020)
argued that the behavioral facet of CQ is driven by self-presentation, how others view an
individual. Earley, Ang, and Tan (2006) contended that the behavioral component of CQ
is the most challenging, given the habitual nature of people’s behaviors. Finally, in order
to demonstrate high levels of behavioral CQ, individuals must be adept at identifying and
deciphering verbal and nonverbal cues and possess a wide range of responses to a variety
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of culturally specific interactions (Ang & Van Dyne, 2008; Earley & Ang, 2003; Earley
et al., 2006; Liao & Thomas, 2020).
Cultural strategic thinking. Earley et al. (2006) refined the three-prong model
first presented by Earley and Ang (2003). This model identifies (a) cultural strategic
thinking, (b) motivation, and (c) behavior as the three elements of CQ. Cultural strategic
thinking encompasses the individuals’ general knowledge about a particular culture;
knowledge of strategies that might be successful when operating in that culture; and their
intuition, which will guide them in unfamiliar cultural situations (Earley et al., 2006). To
expand one’s cultural strategic thinking, Earley et al. (2006) developed a four-step
approach: (a) making sense and monitoring, (b) activating thinking and reasoning skills,
(c) prioritizing options, and (d) solving problems (MAPS).
When considering the next element of motivation, Earley et al. (2006)
differentiated from Earley and Ang’s (2003) prior definition, arguing that action is a
critical component of motivation. Simply put, motivation alone is not enough to develop
CQ. To develop CQ, one must be so motivated as to take action. As in the earlier model,
the behavioral element is focused on self-presentation. Earley et al. (2006) reiterated the
need to be able to adapt one’s behavior to meet the customs and culture of a given crosscultural interaction.
Cultural intelligence and mindfulness. Building on previous models of CQ,
Thomas (2006) defined CQ as a three-component model consisting of knowledge,
behavior, and mindfulness (see Figure 3). In this model, Thomas defined knowledge in
terms of content and process knowledge. Content knowledge is specific knowledge
related to culture, which provides both a cognitive understanding of differing cultures and
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an ability to connect traits from one culture to another (Thomas, 2006) whereas process
knowledge refers to the ways in which behavior is influenced by culture. Unique to
Thomas’s model is the importance of mindfulness. Thomas argued that mindfulness
connects one’s cultural knowledge with appropriate behavior. Mindfulness requires one
to develop new cultural understandings based on experience and respond appropriately
(Thomas, 2006). In addition, mindfulness forces an active cognitive process when
responding to cross-cultural interactions rather than allowing mindlessness, an automatic
response guiding one’s behavior (Thomas, 2006).

Figure 3. Mindfulness and cultural intelligence. Reprinted from “Domain and Development of
Cultural Intelligence: The Importance of Mindfulness,” by D. C. Thomas, 2006, p. 81, Group &
Organization Management, 31(1).

Four-factor model of cultural intelligence. The four-factor model of CQ
includes metacognition, cognition, motivation, and behavior (Ang & Van Dyne, 2008;
Ang, Van Dyne, & Koh, 2016; Ang et al., 2015; Ang, Van Dyne, & Rockstuhl, 2015;
Crowne, 2008; Liao & Thomas, 2020). This is distinct from Earley and Ang’s (2003)
original model because the four-factor model constructed by Ang and Van Dyne (2008)
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identified metacognition as a separate facet, independent of cognition (Van Dyne et al.,
2012). Ang and Van Dyne (2008) defined metacognition as the “mental capacity to
acquire and understand cultural knowledge” (p. 5) whereas cognition is defined as
“general knowledge and knowledge structures about culture” (p. 5). According to Ang,
Van Dyne, and Rockstuhl (2015), each of the four factors can be further refined to clarify
the role each plays in the CQ construct (see Figure 4). Moreover, Ang and Van Dyne
(2008) drew an important link between Sternberg and Detterman’s (1986) identification
of the multiple foci of intelligence, especially their four-factor framework of intelligence
(metacognitive, cognitive, motivational, and behavioral) and the four-factor model of CQ
(Ang, Van Dyne, & Tan, 2011).

Figure 4. Four factor model of cultural intelligence. Taken from “Cultural Intelligence: A
Pathway for Leading in a Rapidly Globalizing World,” by L. Van Dyne, S. Ang & D. Livermore,
in press, in K. M. Hannum, B. McFeeters, & L. Booysen (Eds.), Leadership Across Differences:
Cases and Perspectives (p. 13), San Francisco, CA.

Domain and assessment. Building on Thomas’s (2006) earlier conceptualization
of CQ, which identified mindfulness as an integral element that links knowledge and
behavior (as shown in Figure 3), Thomas et al. (2008) identified a model in which
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cultural knowledge and skills, guided by cultural metacognition, result in the production
of culturally intelligent behavior in cross-cultural settings (see Figure 5). This model
edges closer to Earley and Ang’s (2003) model in that Thomas et al. (2008) recognized
the presence of both cognitive and metacognitive knowledge as essential elements in
developing CQ. However, Thomas et al. clearly argued that it is adaptive skills, not
motivation, that support the production of flexible, unique responses when engaging in
dynamic cross-cultural exchanges. Thomas et al. further argued that motivation spurs
mimicry, which only supports the production of a fixed set of copied behaviors, limiting
culturally intelligent responses that are adaptive and contextually appropriate.

Figure 5. Domain of cultural intelligence. Reprinted from “Cultural Intelligence: Domain and
assessment,” by Thomas et al., 2008, p. 128, International Journal of Cross Cultural Management,
8(2).

Antecedents of cultural intelligence. Five years after Earley and Ang (2003)
identified CQ as an independent construct, Crowne (2008) was the first to positively link
cultural exposure with the development of CQ. However, not all types of cultural
exposure yield the same positive results. In fact, exposure as a child living in another
country, resulting from a parental work assignment (known as a third-culture child), was
among the most significant (Crowne, 2008; Kadam, Rao, Kareem Abdul, & Jabeen,
2019). In addition, Crowne (2008) found that those who experienced another culture
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because of employment or education demonstrated higher levels of CQ than those who
experienced another culture for pleasure. To further emphasize the role of work versus
pleasure, Crowne found that a person’s level of CQ increased with the number of
countries visited for employment or education whereas the number of countries visited
for pleasure had no effect on a person’s level of CQ. Shannon and Begley (2008) further
supported that international work experience was the one antecedent that resulted in both
positive self-reporting and positive peer-reporting of CQ.
In contrast, Ott and Michailova (2018) argued that a number of research studies
conducted after Crowne (2008) have given way to inconsistent results. Accordingly, Ott
and Michailova (2018) contended that while they believed experience abroad does have a
positive influence on the development of CQ, it remains to be seen whether this
understanding can be used to develop CQ.
Outcomes of cultural intelligence. Schlaegel, Richter, and Taras (2017)
conducted a meta-analysis, consolidating previous research connecting each of the four
factors of CQ to specific positive outcomes. Among the key findings were that all four
dimensions of CQ were found to have a positive correlation to job satisfaction,
expatriation intention, transformational leadership, and job performance (Schlaegel et al.,
2017). In addition, Schlaegel et al. found that overall, CQ and each of the four
dimensions, individually, had a stronger correlation to CQ than either personality traits or
EI. Moreover, positive outcomes related to each of the four dimensions independently
were substantially stronger than outcomes related to CQ as a whole (Schlaegel et al.,
2017).
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In contrast, Ott and Michailova (2018) found a negative correlation between the
metacognitive and behavioral dimensions of CQ and work adjustment. They contended
that the motivational dimension of CQ is most critical in overcoming adaptation problems
while Van Dyne et al. (2012) argued that the behavioral dimension, given its visibility, is
the most critical dimension to observers.
Cultural Intelligence and Leadership
According to Solomon and Steyn (2017a), “Leadership styles are culturally
contingent as are perceptions of their respective effectiveness” (p. 2). This claim
resonates now more than ever given the prevalence of a global workforce. Livermore
(2015) found “ninety percent of leaders from sixty-eight countries identified crosscultural leadership as the top management challenge for the next century” (p. 13). In
order for leaders to be effective, they must choose a leadership style that is aligned with
the culture of their followers (Deng & Gibson, 2008; Solomon & Steyn, 2017a).
According to Deng and Gibson (2008), there are hundreds of definitions used to
describe leadership. However, Deng and Gibson argued that the most widely accepted
definition is “an interaction between the leader, the followers, and the situation” (p. 22).
Their assertion that the situation is a key variable is in line with Dogra and Dixit (2019)
who contended that leadership requires one to attend to situational variables, including
culture.
More than 4 decades ago, transformational and transactional leadership styles
were identified as a mechanism for understanding different leadership behaviors (Bass,
1998; Dogra & Dixit, 2018). Keung and Rockinson-Szapkiw (2013) found that
transformational leadership is the single most effective form of leadership with regard to
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effectiveness. However, when considering leadership and CQ, Solomon and Steyn
(2017b) argued that although transformational leadership has been most often linked to
CQ, the literature fails to clearly delineate the difference in characteristics between
transformational and transactional leadership. As a result, Solomon and Steyn contended
that transformational, transactional, empowering, and directive leadership styles have all
emerged from the literature as the focus when considering leadership styles.
Transactional leadership. Bass (1990) described transactional leadership as a
“promise and reward for good performance, or threat and discipline for poor
performance” (p. 20). Bass (1998) argued that transactional leadership is predicated on
fulfilling one’s self-interests, which can be problematic in terms of follower motivation,
especially if the leader does not have the discretion to either supply the reward or impart
discipline. Gulmez and Isik (2020) reminded leaders that the purpose of transactional
leadership is “not to transform followers but to enable them to reach expected
conclusions” (p. 327).
Transformational leadership. Transformational leadership consists of four
dimensions: charisma, inspiration, intellectual stimulation, and individualized
consideration (Bass, 1990, 1998). Transformational leaders gain the trust of followers
through creating shared values and goals, modeling desired behavior, building capacity
among employees, and fostering creativity (Khattak, Zolin, & Muhammad, 2020;
Yaslioglu & SelenayErden, 2018). In addition, Bass (1990) argued that leader charisma
is an essential trait for success. Transformational leaders use charisma to build trust,
bolster confidence, and inspire followers to achieve high levels of success (Bass, 1990).
In contrast to transactional leadership, Dogra and Dixit (2019) contended that
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transformational leaders inspire followers to set aside their self-interests in favor of
working toward a common goal. According to Solomon and Steyn (2017b),
transformational leadership is most often associated with CQ. In considering the four
factors of CQ, Solomon and Steyn summarized previous research, which positively links
transformational leadership with overall CQ as well as each of the four CQ dimensions
individually.
Empowering leadership. Empowering leadership is characterized by the
leaders’ willingness to empower their followers to become independent, sharing both the
responsibility and authority (Solomon & Steyn, 2017b). Empowering leaders
demonstrate an ability to provide relevant goals, which serve to support follower success,
seek follower input with regard to decision-making, endorse the follower within the
organization, and provide for follower independence (Solomon & Steyn, 2017b).
Empowerment positively impacts the self-efficacy, creativity, performance, and
interorganizational relationships of the follower (Solomon & Steyn, 2017b). Moreover,
Solomon and Steyn (2017a) contended that empowering leadership neutralizes feelings of
powerlessness, which is common with other leadership styles. Finally, Solomon and
Steyn argued that empowering leadership leads to higher levels of CQ than directive
leadership, given the demonstrative characteristics of an empowering leader.
Directive leadership. Directive leadership is indicative of leaders who rely on
their position of power to lead (Solomon & Steyn, 2017b). Directive leaders do not
encourage independence or input because they rely on a hierarchical leader–follower
relationship (Solomon & Steyn, 2017b). Additionally, Solomon and Steyn (2017a) found
that leaders who lead by directive leadership demonstrate weak decision-making abilities.
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However, directive leadership is not without benefit. Solomon and Steyn found that
when leaders face a crisis, directive leadership is valuable because the lack of input by
the follower accelerates results.
Cultural Intelligence and School Leadership
Education is not immune to the increasing globalization and the myriad of
challenges associated with a culturally diverse environment (Collins et al., 2016).
Camarota et al. (2017) found that nearly one fourth of all students attending public
schools in the United States are from immigrant families. In California alone, 48% of
students are from immigrant families (Camarota et al., 2017). Moreover, one fourth of
those students, approximately 1.3 million students, are ELs. To put this in perspective,
immigrant families in California speak more than 60 different languages, representing as
many different cultures (Camarota et al., 2017). Given the extent to which cross-cultural
interactions occur in schools, Aldhaheri (2017) stipulated that in order for school leaders
to be successful, they must be culturally intelligent. Collins et al. (2016) found that the
four dimensions of CQ as identified by Ang and Van Dyne (2008) are applicable in an
educational setting.
According to Agosto, Dias, Kaiza, Mchatton, and Elam (2013), the lack of
cultural diversity among administrators, coupled with an absence of cultural proficiency
training, leads to culturally discriminating behaviors. In contrast, Baltaci (2017) found
that culturally intelligent school leaders are able to modify and direct their actions in a
manner conducive to supporting diverse populations, which may mitigate prejudicial
behavior. Additionally, DeMatthews and Izquierdo (2020) argued that principals have
“the positional authority to disrupt, dislocate, and destabilize asymmetrical power
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relations and other marginalizing conditions within schools” (p. 363). Finally, limited
research has suggested that there is a positive correlation between cultural proficiency
and transformational leadership, especially within diverse school environments
(Aldhaheri, 2017; Keung & Rockinson-Szapkiw, 2013).
Theoretical Framework
The theoretical framework used to identify and describe the leadership strategies
that exemplary elementary dual immersion principals use to create an organizational
culture of inclusiveness is described in Putting our Differences to Work (Kennedy, 2008).
Kennedy (2008) described the strategies as the five distinctive qualities of leadership,
which include (a) make diversity an organizational priority, (b) get to know people and
their differences, (c) enable rich communication, (d) hold personal responsibility as a
core value, and (e) establish mutualism as the final arbiter. In addition to Kennedy’s five
distinctive qualities of leadership, an additional variable of creating a culture of
inclusiveness was included, given its importance in understanding the advantages gained
through an organizational culture of inclusiveness.
Kennedy’s (2008) five distinctive qualities of leadership were developed out of a
need for “change and unprecedented new demands on leaders” (p. 33). Kennedy argued
that the greatest source of strength available to leaders is in the diversity of their
workforce. Capitalizing on the strengths gained through diversity, leaders can create an
organizational culture that propels each member of the organization to contribute and be
recognized for their individual strengths and diverse viewpoints (Kennedy, 2008). When
diverse members of an organization work in harmony, they all reap the benefits of
innovation, leadership, diversity, and inclusion (Kennedy, 2008).
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Make Diversity an Organizational Priority
Kennedy (2008) argued that rather than relying on the common practice of
mitigating individual differences, leaders must capitalize on them. Kennedy stated, “It
means consciously elevating the importance of our diversity and creating an environment
that makes it a catalyst for success” (p. 35). She encouraged leaders to seek out
opportunities to incorporate diversity when solving problems, developing capacity of
team members, and in making decisions. Elevating diversity as a solution, rather than a
problem, invests in the unique capabilities of the workforce while building a culture of
inclusiveness (Kennedy, 2008).
Get to Know People and Their Differences
When cultural curiosity is developed, leaders naturally open themselves to new
ideologies, cultures, customs, and traditions, all of which provide new insight to old
problems (Kennedy, 2008). Broadening the perspective of leaders to include insights
gained from a variety of cultures, generations, geographic locations, and ethnicities builds
a cultural vault from which leaders may draw upon when solving complex problems,
fostering creativity, and developing workforce capacity (Kennedy, 2008). According to
Kennedy (2008), making use of diversity provides a leader with an important construct
from which all individuals can feel valued and appreciated.
Enable Rich Communication
Kennedy (2008) called for leaders to provide direct lines of communication
between and among all levels of the organization. Enabling rich communication is
predicated on the understanding that all voices hold equal weight, and their vulnerability
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is rewarded with respect (Kennedy, 2008). Kennedy argued that fostering genuine, open
communication yields increased levels of both change and productivity.
Hold Personal Responsibility as a Core Value
Kennedy (2008) acknowledged the shift in loyalties from the organization to
oneself. Now, more than ever, leaders must embrace, internalize, and cultivate personal
responsibility not only in themselves but also in their workforce (Kennedy 2008).
Personal responsibility as a core value becomes the mechanism by which leaders hold
themselves and others accountable (Kennedy, 2008).
Establish Mutualism as the Final Arbiter
Establishing mutualism as the final arbiter “demands that we consciously make a
routine practice of first evaluating our actions, behavior, decisions, thinking, and new
ideas with a thoughtful inspection of their implications and benefits to all concerned”
(Kennedy, 2008, p. 39). Leaders who establish mutualism as the final arbiter build an
organization in which all members operate with the understanding that decisions are
made in the context of what is beneficial for all (Kennedy, 2008). This leadership quality
fosters trust and an understanding that mutual well-being is paramount (Kennedy, 2008).
Create an Organizational Culture of Inclusiveness
Kennedy (2008) referred to an organizational culture of inclusiveness as “working
with people different from you and representing the diversity they represent” (p. 135). A
culture of inclusion fosters acceptance and respect among a diverse group of individuals.
Moreover, diversity is recognized as an integral factor leading to the success of the
organization (Azmat et al., 2014; Kennedy, 2008; Mak et al., 2014; Tawagi & Mak,
2015).
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Cultural Intelligence and School Leadership
According to the National Policy Board for Educational Administration (NPBEA,
2011), “Effective leaders recognize, respect, and employ each student’s strengths,
diversity, and culture as assets for teaching and learning” (p. 11). In the fall of 2017,
10.1% of all public school students in the United States were identified as ELs, which
represented an increase of 2% over the year 2000 (National Center for Education
Statistics [NCES], 2020a). In California, that number rose to 19.2%, the highest
percentage of ELs in the country (NECS, 2020). Moreover, Spanish was the native
language for 74.8% of all English language learner (ELL) students in the fall of 2017.
However, when considering the demographics of public school principals during the
same period, NECS (2020) found that 78% of all public school principals were White.
Collins et al. (2016) called for a greater understanding of CQ within a
multicultural setting as a mechanism to combat the widening achievement gap for Latinx
students. According to Göksoy (2017), “Cultural leadership is especially crucial to
realize the mission of schools” (p. 989). He argued that school leaders must be able to
establish culturally intelligent school norms and values while modeling culturally
intelligent behavior (Göksoy, 2017). According to Acton (2020), the role of the principal
as a change agent is considered to be critical to the leader’s success.
The Role of the Principal as a Public School Leader
According to Acton (2020), the role of school principal has evolved from
managing the day-to-day operations of the school to acting as the primary change agent
responsible for implementing and managing widespread school reform. Additionally,
Pashiardis and Johansson (2020) found that principals must be “contextually literate”
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(p. 12) to meet the variety of needs within their school community. Moreover, as change
agents, school principals must establish a relationship of trust with all stakeholders to
develop a shared vision, which is essential to achieving school goals (Pashiardis &
Johansson, 2020). In so much as building trust with stakeholders is essential, establishing
a relationship between the principal and parent is most important. Barr and Saltmarsh
(2014) found that a parent’s perception of whether or not they are a welcome partner in
their child’s education was dependent on the attitude of the principal.
After conducting a meta-analysis of the literature, Marzano et al. (2005) identified
21 responsibilities essential to successful school leadership and their correlation to
student academic achievement (see Appendix B: The 21 Responsibilities of the School
Leader). However, Marzano et al. cautioned leaders when interpreting the data. Not only
is there a small margin of correlation between many of the 21 responsibilities, but there is
also a wide variety in the number of schools participating and the number of studies used
in correlating the data. Moreover, Marzano et al. further distinguished between the 21
responsibilities in identifying those characteristics necessary for first-order change and
second-order change.
According to Marzano et al. (2005), all 21 responsibilities are required for the
day-to-day operations of the school. However, when ranked in the order of importance,
they found the following five to be ranked the highest with regard to first-order change:
(a) monitoring/evaluating; (b) culture; (c) ideals/beliefs; (d) knowledge of curriculum,
assessment, and instruction; and (e) involvement in curriculum, assessment, and
instruction. In contrast, Marzano et al. found that only seven of the 21 responsibilities
were critical to leaders during second-order change: (a) knowledge of curriculum,
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instruction, and assessment; (b) optimizer; (c) intellectual stimulation; (d) change agent;
(e) monitoring/evaluating; (f) flexibility; and (g) ideals/beliefs. Upon further analysis,
three responsibilities (monitoring/evaluating; ideals/beliefs; and knowledge of
curriculum, instruction, and assessment) were necessary to both first-order and secondorder change. Notably absent from the list of second-order change responsibilities is
culture, which is often impacted negatively during a second-order change (Marzano et al.,
2005).
Marzano (2003) argued that the wide variety of characteristics deemed to be
important to school leaders is “unwieldy” (p. 173) and, more importantly, beyond the
ability of a single-school leader (Marzano et al., 2005). Marzano et al. (2005) argued that
school leadership should shift from a single person to a leadership team, which is
managed by the school principal. They argued for distributed leadership in which the
principal is free to focus on nine of the 21 responsibilities (optimizer, affirmation,
ideals/beliefs, visibility, situational awareness, relationships, communication, culture, and
input), leaving the remaining 12 responsibilities to the leadership team (Marzano et al.,
2005). In further support of distributed leadership, researchers have found that principals
who engaged in distributive leadership experienced an increase in teachers who
internalized school goals, engaged in effective collaboration, and demonstrated an
increased sense of self-efficacy (Amels, Kruger, Suhre, & van Veen, 2020; Pashiardis &
Johansson, 2020).
Building on prior research, Marzano (2003) identified five domains of
professional influence that “constitute what research, policy, and the testimony of
teachers, school leaders, and district leaders have determined to be critical areas of
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expertise for school leaders” (p. 6). They include (a) utilizing student data to drive every
facet of student achievement and goal setting; (b) monitoring and evaluating instruction
in accordance with identified vision; (c) ensuring the curriculum meets state requirements
and is accessible to all students; (d) ensuring all stakeholders have meaningful
opportunities to collaborate and provide input; and (e) working diligently to lead,
establish, and maintain a school climate and culture of equity, trust, and safety (Marzano,
2003). In contrast to the professional characteristics identified, Garza et al. (2014)
identified the following five personal characteristics common to effective principals:
(a) have a strong desire for equity, (b) compelled to care for others, (c) ascribe to strong
moral and ethical principles, (d) are resilient and persevere, and (e) demonstrate courage.
Reid (2020) argued that the evolving role of the principal, coupled with everincreasing responsibility, is contributing to greater levels of stress, burnout, and turnover.
Reid found that principals identified three main areas of concern when considering the
future of the profession. First, principals articulated growing concerns over the
responsibility to keep students safe, citing drugs and weapons as key factors. Second,
principals expressed concern over managing the emotional and mental health of staff and
students. They argued that increased anxiety levels among students and staff require
additional oversight by principals. Third, principals cited increased parental influence as
a source of concern. They asserted that the need to manage parents requires extended
amounts of time over and above their day-to-day responsibilities.
A Historical Perspective on Dual Immersion Programs and Public Education
Language immersion programs originated in Canada as a mechanism to quell the
perception of rising inequities between French and English languages and cultures (Kim,
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Hutchison, & Winsler, 2013; Potowski, 2007). In response to the success of those
programs, the United States began to develop dual immersion programs in the 1960s
(Kim et al., 2013; Potowski, 2007). These programs were designed to counter the lack of
English-language skills among a rising influx of immigrant families and as a measure to
offset school segregation (Kotok & DeMatthews, 2017). In 1968, Congress allocated
funding for the development of bilingual education for ELs as part of the Bilingual
Education Act under Title VII of the Elementary and Secondary Education Act (Bybee,
Henderson, & Hinojosa, 2014; Kim et al., 2013). To further secure the rights of EL
students in American public schools, in 1974, the U.S. Supreme Court ruled in Lau v.
Nichols that children were entitled to instruction in a language they understood (Bybee et
al., 2014; Kim et al., 2013). This provided the authority necessary to implement dual
language instruction in public school settings (Kim et al., 2013). In a complete reversal,
Congress passed the No Child Left Behind Act of 2001 that redirected the education of
EL students away from dual language instruction in favor of an instructional model
designed solely to prepare students for success in an English-only classroom (Kim et al.,
2013).
The national movement away from bilingual education was reflected in the
actions of California voters in 1998 with the passage of Proposition 227, which not only
made bilingual instruction illegal (without a special waiver), but it also required EL
students to be enrolled in English-only classrooms after 1 year of instruction in their
native language (Bali, 2001; Kim et al., 2013). According to Bybee et al. (2014), 5 years
after the passage of California’s Proposition 227, only 30% of students identified as
Limited English Proficient had conversational English skills while only 7% were able to
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follow academic instruction in English. Moreover, Bybee et al. argued that EL students
who were provided instruction in English only would need between 7 and 10 years to
develop the proficiency required to match that of their native-English counterparts.
In the absence of dual language programs, instruction for ELs is most often
provided following a pull-out model. According to DeMatthews and Izquierdo (2017),
ESL pullout, structured immersion, and transitional or early-exit bilingual education are
the models most often utilized. In all three models, students are pulled from their
mainstream classroom and provided instruction in a self-contained classroom with a
singular goal in mind—to prepare them to return to an English-only classroom
(DeMatthews & Izquierdo, 2017). Collier and Thomas (2004) referred to these programs
as “remedial” (p. 2) and argued that they fall short of closing the achievement gap. These
traditional programs view ELs with a deficit mindset. The repercussions for ELs extend
well beyond the achievement gap to include loss of cultural identity, loss of native
language, and division among students, staff, and families (DeMatthews & Izquierdo,
2017).
In 2016, Californians again went to the polls to decide the future of dual language
instruction. Proposition 58, the California Education for a Global Economy initiative,
was passed, which reversed the deficit-based view of bilingualism with an additive view
that multilingualism ensures economic and global success (Katznelson & Bernstein,
2017). Moreover, in 2018, the State Superintendent of Public Instruction Tom Torlakson
announced the Global California 2030 initiative wherein he identified the “path to a
multilingual California” (CDE, 2018b, p. 9). According to the initiative, half of all K-12
students will be proficient in two or more languages by the year 2030 (CDE, 2018a).
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Moreover, the initiative calls for tripling the number of the State Seal of Biliteracy
awards granted to graduating seniors and quadrupling the number of dual immersion
schools to 1,600 (CDE, 2018a).
On a national level, dual immersion programs are on the rise. According to the
U.S. Department of Education, Office of English Language Acquisition (OELA, 2019),
30 states self-reported offering either a one-way or two-way dual immersion program
during the 2017-2018 school year. Of those states reporting dual immersion programs,
Spanish was identified as the most common partner language (OELA, 2019). In fact,
Kim et al. (2013) found that in the United States, 93% of two-way immersion (TWI)
programs have been implemented with Spanish as the partner language. According to the
OELA (2019), California self-reported offering 13 dual immersion programs, the highest
of any state. In considering this data, it is important to note that the OELA self-reported
data does not stipulate the context of the dual immersion schools. It is unclear whether
the numbers represent public or private, elementary or secondary, or a combination
thereof. Moreover, the California statistic of 13 dual immersion schools conflicted with
CDE’s (2018a) study, which reported 407 dual immersion schools (K-12) in California
during the 2017–2018 school year. Finally, Potowski (2007) identified 315 dual
immersion programs in the United States in 2005. The conflicting data suggest that the
rapid changes in dual immersion programs, coupled with the varying degree of state
reporting, provide challenges when deciphering data.
Dual Immersion Program Types
Dual immersion programs fall into two categories: one-way immersion (OWI)
and TWI. OWI programs are designed for students who share the same native language
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with the explicit goal of learning a second language, often a heritage language (Boyle,
August, Tabaku, Cole, & Simpson-Baird, 2015; Collier & Thomas, 2004; DeMatthews &
Izquierdo, 2017). Potowski (2007) argued that the goal of OWI programs is to provide
adequate second-language instruction while at the same time providing regular levels of
instruction in English. OWI programs utilize a rigorous curriculum delivered using
engaging and collaborative instructional practices (Collier & Thomas, 2004).
In contrast, TWI programs are composed of an equal mix of students, usually
50% who are native-English speakers and 50% who are native speakers in the second
language (Potowski, 2007). TWI programs are most often implemented following either
the 90:10 or 50:50 model (DeMatthews & Izquierdo, 2017). The 90:10 model provides
90% of instruction in the minority language and 10% of instruction in English through
the second grade. After second grade, students receive 50% of instruction in both the
minority language and English (Kim et al., 2013). In contrast, the 50:50 model provides
50% of instruction in the minority language and 50% of instruction in English from
kindergarten on (DeMatthews & Izquierdo, 2017; Kim et al., 2013). Similar to the oneway model, two-way instruction relies on rigorous instruction of grade-level curriculum
combined with engaging, collaborative discourse (Collier & Thomas, 2004). According
to Kim et al. (2013), 42% of TWI schools utilize the 90:10 model while 33% utilize the
50:50 model.
Goals of dual immersion programs include bilingualism and biliteracy,
multiculturalism, and high levels of academic achievement for all students (Alanís &
Rodríguez, 2008; Boyle et al., 2015; DeMatthews & Izquierdo, 2017; Palmer, 2007;
Valdez, Freire, & Delavan, 2016). Providing curriculum in both languages, which
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depicts the importance of both cultures and provides for sociocultural development, is an
essential component of the program (Howard et al., 2018; Rodriguez Tamayo & TenjoMacias, 2019). Dual immersion programs are uniquely suited to supporting the needs of
both EL students and native, English-speaking students (Kim et al., 2013; Rubio, 2018).
According to Boyle et al. (2015), the “additive bilingual” (p. 25) aspect supports EL
students in English acquisition through the use of their native language while supporting
bilingualism for native-English students. A hallmark of the TWI program is that all
students (native English and EL students) have the benefit of learning from their peers
who act as native-speaking language and cultural role models (DeMatthews & Izquierdo,
2017; Rodriguez Tamayo & Tenjo-Macias, 2019; Soltero, 2016). Finally, dual
immersion programs are designed to provide a flexible, multilinguistic, multicultural,
inquiry-based learning environment that is inclusive of all students and their families
(DeMatthews & Izquierdo, 2017).
Research has shown that ELs enrolled in dual immersion programs demonstrate
higher test scores on standardized tests than ELs not enrolled in dual immersion programs
(Alanís & Rodríguez, 2008; Kim et al., 2013; Potowski, 2007; Rubio, 2018). In addition,
their English-only counterparts scored higher on state standardized tests than did Englishonly students attending traditional English-only programs (Alanís & Rodríguez, 2008;
Rubio, 2018). Finally, all students who participated in dual immersion programs were
found to foster greater levels of multicultural respect and bilingualism while also
reporting higher levels of self-esteem and satisfaction (Rodriguez Tamayo & TenjoMacias, 2019; Rubio, 2018).
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Beyond academic, linguistic, and cultural benefits to students, DeMatthews and
Izquierdo (2020) argued that English/Spanish dual immersion programs provide unique
opportunities for Latinx families to participate in their child’s education. Dual immersion
schools provide linguistic pathways for families whose native language is not English to
engage with the school community (DeMatthews & Izquierdo, 2020). More importantly,
culturally responsive schools support the entire family and serve to combat racially
disparaging stereotypes (DeMatthews & Izquierdo, 2020).
Dual Immersion Challenges
Implementing and sustaining viable dual immersion programs are not without
challenges. At the core of dual immersion ideology is the need for cultural and linguistic
equity. According to Pratt and Ernst-Slavit (2019), careful consideration must be given
to prevent the dominant language (English) and culture from overtaking the minority
language and culture. This has become especially problematic with the rise in popularity
of dual immersion programs by English-only students seeking a mechanism for
individual bilingualism rather than cultural and linguistic equity (Bernstein, Katznelson,
Amezcua, Mohamed, & Alvarado, 2020).
Among the top concerns facing dual immersion program leaders is the ability to
hire and retain qualified native-speaking teachers. The increase in dual immersion
programs has not been met with an adequate number of native-speaking teachers,
resulting in a bilingual teacher shortage (Howard et al., 2018; Kim et al., 2013; Lachance,
2017). In addition, the rising pressure for increased test scores on standardized tests,
usually administered in English, has been identified as a source of concern for both
parents and educators (Soltero, 2016). According to research, dual immersion students,
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prior to third grade, tend to score lower than their nondual immersion counterparts in
English (Howard et al., 2018; Valentino & Reardon, 2015). Students in the 90:10 model
are more susceptible to this phenomenon given the increased focus on the partner
language. These early scores may jeopardize the fidelity of program implementation or
the program itself (Howard et al., 2018).
Research supporting the implementation of dual immersion programs has
demonstrated positive outcomes for both ELs and English-only students. However, it is
important to understand that the implementation of a dual immersion program, in and of
itself, does not guarantee successful learning outcomes or cultural equity for either
population (Potwoski, 2007; Rubio 2018). Moreover, dual immersion programs
implemented to satisfy the latest educational trend, or as a mechanism to solely provide
bilingualism to English-only students, will not yield positive outcomes, especially for
ELs (Potowski, 2007; Rubio, 2018).
Culturally Intelligent Dual Immersion Principals
Rocque et al. (2016) found that dual immersion principals who viewed their
leadership role in line with a second-order change, utilizing seven of 21 responsibilities
identified by Marzano et al. (2005), were far more successful than their counterparts who
viewed dual immersion leadership as a first-order change. In fact, four leadership
qualities (culture, order, communication, and input) were found to be most challenging
and the least likely to implement during a second-order change, such as with a dual
immersion school. Understanding and embracing the radical second-order changes
involved in implementing and sustaining a dual immersion program is critical to the
leader’s success (Rocque et al., 2016).
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The following four leadership skills were identified by DeMatthews and Izquierdo
(2020) as essential for the dual immersion principal: (a) promoting a school culture that
values all stakeholders, (b) ensuring curiosity of diverse languages, (c) incorporating the
culture of the school and community, and (d) involving all stakeholders in implementing
and sustaining the dual immersion program. Moreover, DeMatthews and Izquierdo
argued that a key difference between the roles of a traditional principal and a dual
immersion principal is the need to manage political and financial difficulties through the
lens of a community leader. The inherent nature of a dual immersion program requires
managerial competency beyond the boundaries of the school campus. Dual immersion
principals must demonstrate “courageous leadership” (Souto-Manning, Madrigal, Malik,
& Martell, 2016, pp. 57-68, as cited in Bernstein et al., 2020, p. 654) with regard to
leading the community on matters of cultural equity.
According to DeMatthews and Izquierdo (2020), dual immersion principals must
consider the historical, social, and political underpinnings regarding the educational
leadership of minority students in striving to be culturally responsive. Culturally
responsive principals are guided by a commitment to ensuring the interests of
marginalized students, giving priority to minority families, and establishing multicultural
school communities (DeMatthews & Izquierdo, 2020). For principals in a dual
immersion setting, this means working to combat a deficit viewpoint so often ascribed to
ELs and their families (DeMatthews & Izquierdo, 2020). This includes the hidden and
overt racial and cultural biases of staff and community members (DeMatthews &
Izquierdo, 2020). Dual immersion principals must be prepared to “disrupt inequality”
(Bernstein et al., 2020, p. 677) in favor of promoting equity. In addition, they must find
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creative ways to ensure the equitable distribution of supports and services while
maintaining cultural equity (DeMatthews & Izquierdo, 2020). The importance of
culturally intelligent leadership cannot be overstated. According to Rocque et al. (2016),
school leaders exert more influence over student outcomes than any other factor,
notwithstanding classroom instruction.
Research Gap
According to Rocque et al. (2016), there has been little research designed to
understand the role and leadership traits of the dual immersion principal. Specifically,
Rocque et al. called for research to investigate the unique leadership contexts under
which dual immersion principals must operate. Beyond the purview of a traditional
school principal, dual immersion leaders must garner support through political,
legislative, familial, and community-based initiatives designed to bring about societal
change (Bernstein et al., 2020; DeMatthews & Izquierdo, 2020). DeMatthews and
Izquierdo (2020) called for research that investigates dual immersion principals under
varying contexts while also considering their background and professional experience. In
addition to understanding the traits necessary to lead a successful dual immersion
program, DeMatthews and Izquierdo called for research dedicated to principal
preparation programs to build the capacity of future dual immersion principals with
respect to the unique skill requirements of language acquisition and culture building, both
of which are necessary for successful dual immersion principals.
Summary
Interest in dual immersion programs, in one form or another, have permeated
mainstream education in the United States since the 1960s. However, it is the latest
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generation of two-way dual immersion programs that have garnered the positive attention
of educational advocates for both ELs as well as English-only students (Collier &
Thomas, 2004). Dual immersion programs have been identified as the preferred method
for closing the achievement gap for ELs, developing the biliteral capacity of English-only
students, promoting multiculturalism, and achieving high levels of academic success for
all students (Alanís & Rodríguez, 2008; Boyle et al., 2015; DeMatthews & Izquierdo,
2020; Palmer, 2007; Valdez et al., 2016). Moreover, dual immersion programs have
gained the attention and support of policy makers. In California, the number of dual
immersion programs is expected to climb to 1,600 by the year 2030 (CDE, 2018a). As
the demand for dual immersion programs increase, so too will the demand for culturally
intelligent principals.
In order to understand the rising popularity of dual immersion programs, one must
first understand the shift in demographics of the American classroom. In the fall of 2000,
61% of all students were White, with 16% identifying as Hispanic. By the fall of 2029,
the number of White students is projected to fall to 44% (a 17% decrease) while the
number of Hispanic students is expected to rise to 28% (a 12% increase; NCES, 2020).
Moreover, Hispanic students accounted for 74.8% of all ELs enrolled in public school
during the fall of 2017 (NCES, 2020). Although the student population is becoming
increasingly diverse, the same cannot be said for public school principals. Between the
fall of 1999 and the fall of 2017, the number of Latinx principals has only risen 4%
whereas the number of Latinx students has increased 12% (NCES, 2020). Given the
dramatic shift in the cultural composition of public school students, researchers such as
Acton (2020) advocated for the principal to serve as a critical agent of change. Acton
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argued that principals are tasked with reestablishing cultural norms reflective of the
multicultural campuses on which they serve. In order to meet the rising multicultural
demands, principals must demonstrate culturally intelligent practices (Aldhaheri, 2017;
Baltaci, 2017; Collins et al. 2016; Goksöy, 2017; Hansuvadha & Slater, 2012; Keung &
Rockinson-Szapkiw, 2013; Minkos et al., 2017; Morris et al., 2020).
Historically, research has centered on the impact of culturally intelligent practices
on global business leaders (Earley & Ang, 2003). However, Collins et al. (2016) argued
that the four dimensions of CQ (Ang & Van Dyne, 2008) are also appropriate to
education. Additionally, Rocque et al. (2016) identified the leadership of dual immersion
schools as a second-order change, subject to Marzano et al.’s (2005) seven
responsibilities of leadership. Beyond these early findings, little research exists. This
study was designed to add to the literature and to shed light on the strategies exemplary
principals use to create an organizational culture of inclusiveness within dual immersion
elementary schools. A synthesis matrix was created to identify and organize pertinent
research as well as provide a mechanism for comparing the data and identifying themes
related to the variables of this study (see Appendix C: Synthesis Matrix). Chapter III
provides a foundation upon which the methodology for this study was created.
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CHAPTER III: METHODOLOGY
Overview
Chapter III provides a detailed outline of the methodology utilized in conducting
the research, which was designed to identify and describe the leadership strategies that
exemplary elementary dual immersion principals in Orange and San Diego counties in
Southern California use to create an organizational culture of inclusiveness using
Kennedy’s (2008) five leadership qualities of cultural differences. Chapter III begins
with the purpose statement and research questions, followed by the research design,
population, target population, and sample population. Next, Chapter III provides a
comprehensive discussion of the instrumentation used, the data collection process, and an
extensive analysis of the data collected. Finally, Chapter III concludes with a review of
the limitations of the study and a chapter summary.
Purpose Statement
The purpose of this sequential explanatory mixed methods study was to identify
and describe the leadership strategies that exemplary elementary dual immersion
principals in Orange and San Diego counties in Southern California use to create an
organizational culture of inclusiveness using Kennedy’s (2008) five leadership qualities
of cultural differences.
Research Questions
1. What strategies do exemplary elementary dual immersion principals use to make
diversity a priority?
2. What strategies do exemplary elementary dual immersion principals use to get to
know people and their differences?
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3. What strategies do exemplary elementary dual immersion principals use to enable
rich communication?
4. What strategies do exemplary elementary dual immersion principals use to make
accountability a core value?
5. What strategies do exemplary elementary dual immersion principals use to establish
mutualism as the final arbiter?
6. What do exemplary elementary dual immersion principals perceive as the most
important advantages of creating an organizational culture of inclusiveness?
Research Design
This study utilized both a quantitative and qualitative research design in order to
maximize the researcher’s understanding of the phenomenon under study and to allow for
triangulation, which inherently strengthens the study through a combination of research
methods (McMillan & Schumacher, 2010; Patton, 2015). The research utilizes a
sequential explanatory design wherein quantitative data are gathered and analyzed,
followed by the gathering and analysis of qualitative data (McMillan & Schumacher,
2010). The strength in this research design lies in its two distinct phases. First, the
quantitative data are collected and analyzed and then the qualitative data are collected
and analyzed. The qualitative data serve as an explanation and elaboration of the
quantitative data that were collected (McMillan & Schumacher, 2010). Moreover,
collecting the data in two phases allows the researcher to use the collection of
quantitative data to drive the interviews during qualitative data collection. This provides
the researcher with a well-rounded understanding of the research phenomenon (McMillan
& Schumacher, 2010; Patton, 2015).
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For this study, quantitative numerical data were collected through a survey
designed to identify the leadership strategies that exemplary elementary dual immersion
principals utilize in creating an organizational culture of inclusiveness using Kennedy’s
(2008) five leadership qualities of cultural differences. The qualitative research phase
consisted of semistructured interviews conducted to better understand the leadership
strategies that exemplary elementary dual immersion principals utilize in creating an
organizational culture of inclusiveness using Kennedy’s five leadership qualities of
cultural differences.
Quantitative research design provides an objective mechanism by which
numerical data can be analyzed (McMillan & Schumacher, 2010). According to Patton
(2015), quantitative data provide the researcher with a wide data set from which to
understand a particular phenomenon. The information gathered allows for a large
number of respondents to answer a predetermined set of questions, which translate into
statistical data (Patton, 2015). However, quantitative data do not provide for the
understanding as to why respondents selected a particular answer. To understand the
motivation behind the data, a qualitative measure must be utilized. Qualitative data rely
on a limited number of subjects who provide detailed information on their lived
experiences to better understand the phenomenon as viewed through the lens of the
respondent (Patton, 2015). Moreover, qualitative research allows the researcher to ask
follow-up questions to clarify understanding, an opportunity not available in quantitative
research (McMillan & Schumacher, 2010; Patton, 2015).
A sequential explanatory mixed methods design was identified as the most
appropriate method for this study because it provided the researcher with an opportunity
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to collect data through electronic surveys and face-to-face interviews to better understand
the strategies exemplary principals of dual immersion elementary schools perceive as
necessary in creating an organizational culture of inclusiveness (see Figure 6). The
electronic survey questions and face-to-face interview questions were collaboratively
developed by the CQ thematic team using Kennedy’s (2008) five leadership qualities of
cultural differences as a theoretical framework in conjunction with the team’s synthesis
matrix.

Figure 6. Sequential explanatory mixed methods design. Reprinted from “Mixed Methods
Procedures,” by J. W. Creswell & J. D. Creswell, 2018, in Research Design: Qualitative,
Quantitative, and Mixed Method Approaches (5th ed., p. 218), Thousand Oaks, CA: Sage.

For this mixed methods study, the researcher began with the collection of quantitative
data, which was derived through the surveying of 18 exemplary elementary dual
immersion principals using SurveyMonkey, an electronic surveying tool. The survey
instrument was created in conjunction with other peer researchers participating in this
thematic study. Next, qualitative data were collected through face-to-face interviews
with five of the 18 exemplary elementary dual immersion principals who participated in
the online survey. Interview participants were selected based on their response to a
survey question seeking volunteers. The face-to-face interview script, questions, and
interview protocol were developed in conjunction with additional peer researchers
participating in this thematic study. Both the online research instrument and face-to-face
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interviews were designed to elicit the strategies used by exemplary elementary dual
immersion principals in creating an organizational culture of inclusiveness. The data
collected were analyzed by the researcher, with support from the instrumentation
specialist, to determine the findings of this study.
Population
The population refers to a large group of subjects who share a set of common
traits, as identified in a research study, and to whom the researcher can reasonably
generalize the results of the study (McMillan & Schumacher, 2010). The general
population for this study was identified as elementary dual immersion principals in
California. At the time of this study, there were approximately 513 elementary dual
immersion schools operating in California. Each of those schools employed at least one
principal, which provided a population of approximately 513 elementary dual immersion
principals (CABE, n.d.).
Dual immersion principals were identified by the researcher as the target
population for this study as “language immersion is thought to be the most successful of
several programs types that teach languages other than English at the elementary school
level” (Potowski, 2007, p. 1). Dual immersion programs serve to provide the most
effective English instruction for minority students while maintaining and enhancing their
native language (Potowski, 2007). In addition, English-only students are provided a
unique opportunity for second language acquisition while all students serve as nativespeaking role models for their peers. Most important to this research study is the unique
role dual immersion programs provide in promoting cultural equity and inclusion.
Understanding the unique role these programs provide and, more importantly, the
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strategies used by their leaders to create an organizational culture of inclusiveness among
a diversified student population can add meaningfully to existing research.
Target Population
The target population is a subset of the population, which is identified through a
specific set of criteria intended to “clarify external validity and specify the group from
which the data are collected” (McMillan & Schumacher, 2010, p. 237). Moreover, the
identification and use of a target population serves to mitigate the expense and difficulties
associated with attempting to survey a broad population (McMillan & Schumacher,
2010). Given the large population of elementary dual immersion principals in California,
which were spread over a wide geographical area, combined with the time and financial
constraints of the researcher, it was not feasible to study the entire population. To
identify and select elementary dual immersion principals who were representative of the
general population while increasing the feasibility of the study, it was delimited to
elementary dual immersion principals located in Orange and San Diego counties in
Southern California. Orange and San Diego counties were selected for their convenience
with regards to access by the researcher and for the significant numbers of dual
immersion schools located within each county. In Orange County, 65 elementary dual
immersion schools were identified, and in San Diego County, 59 elementary dual
immersion schools were identified. This provided a target population of 124 elementary
dual immersion principals from which to identify study participants. In limiting the study
to Orange and San Diego counties, the researcher increased the feasibility of the study
and identified 124 elementary dual immersion principals as the target population for the
study.
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According to DeMatthews and Izquierdo (2017), traditional schools have failed to
create a culture of inclusion because they lack the ability to meet the unique needs of
minority students and families, to validate their culture, and to create a school climate and
culture that is warm and welcoming to diverse populations. However, exemplary
elementary dual immersion principals are leaders who are tasked with being “moral
stewards, educators, and community builders for learning environments that include
culturally and linguistically diverse populations” (DeMatthews & Izquierdo, 2017, p. 57).
The strategies that exemplary elementary dual immersion principals use to create an
organizational culture of inclusion among a diversified student population made them the
ideal target population to research, which in turn contributes to existing literature.
Sample
The sample population is a subset of the target population and when selected
narrows the generalizations that can be made about the general population through the
use of delimitations (McMillan & Schumacher, 2010). To select a sample population
from the 124 elementary dual immersion principals identified as the target population,
nonprobability sampling techniques were utilized, including both convenience and
purposeful sampling. Convenience sampling provides the researcher with the ability to
select participants based on “being accessible or expedient” (McMillan & Schumacher,
2010, p. 137). In this study, both Orange and San Diego counties in California were
selected for their accessibility to the researcher and for the significant number of
elementary dual immersion programs within each county. In addition to convenience
sampling, the researcher employed purposeful sampling. In purposeful sampling, the
researcher distinguishes the sample population from the target population based on the
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participant’s ability to contribute to the purpose of the research (McMillan &
Schumacher, 2010). For this study, the researcher, in conjunction with peer researchers
participating in the same thematic study, identified a list of characteristics that when met
would distinguish participants as exemplary. For this study, in order to be considered
exemplary, participants must have met four of the following six qualifications.
• The principal participates in organizational and community activities involving diverse
individuals.
• The principal demonstrates evidence of leading a culturally inclusive organization.
• The principal has a minimum of 5 years of experience in the profession.
• The principal has had articles, papers, or materials written, published, or presented at
conferences or association meetings about cultural inclusion.
• The principal has received recognition by his or her peers as a leader who gives
respect to all people.
• The principal is a member in good standing in professional associations in his or her
field.
The identification of exemplary characteristics for elementary dual immersion
principals provided a mechanism by which only elementary principals of dual immersion
schools who met the definition of exemplary would be selected to participate in the study
survey and face-to-face interviews. This distinction is important when seeking to
understand the strategies used in creating an organizational culture of inclusiveness.
Quantitative Sample Selection
According to McMillan and Schumacher (2010), when considering sample size in
quantitative research, “A sample size that is only a small percentage of the population can
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approximate the characteristics of the population satisfactorily” (p. 141). Creswell
(2003) specified an appropriate sample size between five and 25 participants. To meet
the needs of this mixed methods research design, the researcher, in conjunction with
other peer researchers participating in this thematic study and Brandman faculty advisors,
determined 15 participants would meet the threshold necessary to obtain credible results.
To select the sample population of exemplary elementary dual immersion
principals, the researcher invited potential participants, identified from the target
population, to participate in the study via e-mail (see Appendix D). Included in the email was the requirement to meet the criteria of exemplary in order to participate in the
study and a copy of the Brandman Participant’s Bill of Rights (see Appendix E).
Incorporated in the e-mail was an exemplary criteria checklist of the characteristics of an
exemplary leader, as identified by the group of peer researchers administering the study.
Participants were asked to indicate their status as exemplary by checking the boxes of all
the exemplary characteristics for which they met. The researcher then compiled a list of
potential participants from the e-mail responses, which was presented to knowledgeable
experts to verify the participants’ status as exemplary. The experts consisted of the
following: (a) a coordinator of TK-12 language acquisitions and instructional support at
Capistrano Unified School District, (b) a representative of the Orange County
Department of Education, and (c) a representative from the San Diego County Office of
Education, English Language Development and Support. To generate the final list of
dual immersion principals who met the exemplary criteria, the researcher compiled a
complete listing of all elementary dual immersion principals identified as exemplary by
the experts and assigned random numbers from a random number generator to pick the 15
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participants in the study sample (http://www.randomnumbergenerator.com/). It was
through this process that the researcher was able to extract the sample population from
the target population (see Figure 7). Respondents who met the definition of exemplary
and wished to participate were e-mailed the survey link and asked to proceed with the
survey. To eliminate the possibility of introducing biased data, the researcher utilized a
randomizer (Randomizer.org) to select 15 participants from the total number of
exemplary elementary dual immersion principals identified. The 15 exemplary
elementary dual immersion principals selected through the use of the randomizer were
identified as the study participants.
Qualitative Sample Selection
According to Patton (2015), “There are no rules for sample size in qualitative
inquiry” (p. 311). Moreover, Patton argued that sample sizes for purposeful sampling
“should be judged according to the purpose and rationale of the study” (p. 311). To meet
the needs of this mixed methods research design, the researcher, in conjunction with
other peer researchers participating in this thematic study, Brandman faculty, and an
instrumentation expert determined five interview participants would meet the threshold
necessary to obtain credible results. To identify five participants for the qualitative
interview portion of the research, a survey question was included in the Culturally
Inclusive Leadership survey asking participants to indicate whether they would be willing
to participate in a face-to-face interview. The first five participants that responded
affirmatively to the survey question were selected to be interviewed (see Figure 8). Once
the interview participants were identified, the researcher contacted them via e-mail to set
up a date and time for the interview (see Appendix F). Interviews were scheduled at the
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convenience of the participants and were conducted over Zoom, an online meeting
platform.

Sample Selection of Exemplary Elementary Dual Immersion Principals
Quantitative Survey Participants
N=513 Elementary Dual Immersion
Principals in California
124 Elementary Dual Immersion Principals in
Orange and San Diego Counties

•
•
•
•
•
•

Participates in organizational/community activities
involving diverse individuals
Demonstrates evidence of leading a culturally inclusive
organization
Minimum of 5 years experience
Published articles or presented at conferences
Received peer recognition
Member of professional associations

18 Exemplary Elementary Dual Immersion Principals

Figure 7. Sample selection of quantitative survey participants.

Instrumentation
This study utilized a sequential mixed methods design wherein quantitative data
were gathered and analyzed, followed by the gathering and analysis of qualitative data
(McMillan & Schumacher, 2010). The benefits of utilizing a mixed methods design
provides for a more robust understanding of the phenomenon, as numerical data are
supported by the lived experiences of the participants. The peer researchers for this
study, in conjunction with Brandman faculty leaders and an instrumentation expert, Dr.
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James B. Cox, coauthor of Your Opinion Please! How to Build the Best Questionnaires in
the Field of Education (Cox & Cox, 2008), constructed both a quantitative closed-ended
survey instrument and a qualitative interview guide consisting of open-ended interview
questions. Both instruments were designed to elicit the strategies that exemplary
elementary dual immersion principals use to create a culture of inclusiveness using
Kennedy’s (2008) five leadership qualities of cultural differences.

Sample Selection of Exemplary Elementary Dual Immersion Principals
Qualitative Interview Participants

18 Exemplary Elementary Dual
Immersion Principals Participating
in the Culturally Inclusive
Leadership Survey

First 5 Participants to Volunteer to
participate in the Qualitative Interview
Phase of Research
5 Exemplary Elementary Dual Immersion
Principals To Participate in Qualitative
Interviews

Figure 8. Sample selection of qualitative interview participants.

Quantitative Instrument–Electronic Survey
According to McMillan and Schumacher (2010), “Quantitative measurement uses
some type of instrument or device to obtain numerical indices that correspond to
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characteristics of the subjects” (p. 173). Instruments used to collect quantitative data
include paper-and-pencil tests, questionnaires, and surveys (McMillan & Schumacher,
2010). The quantitative instrument for this study consisted of an electronic survey
administered using SurveyMonkey, an online survey tool (surveymonkey.com).
McMillan and Schumacher identified ease in use, rapid-response time, relatively low
cost, and the ability to survey large populations as benefits to electronic surveys.
Moreover, McMillan and Schumacher argued that the disadvantages, which include
restriction of population to participants with computers, confidentiality, and decreased
participation rates, are outweighed by the benefits.
A closed-ended quantitative survey was designed collaboratively by a team of 10
peer researchers, seven faculty members, a research statistician, and an instrumentation
expert. One advantage of designing a closed-ended survey was to ensure that all
participants were presented with identical questions and options for responding. This
format increased the validity of the instrument and facilitated the accurate analysis of
comparable data. The 10 peer researchers were divided into six groups, each tasked with
defining, evaluating, and assessing one of the six variables of the study. The peer
research groups met over several sessions to identify descriptions of leadership strategies
found within the literature. The peer researchers then collaborated to identify and
develop survey questions related to their research findings. Each group of researchers
created a data bank of questions composed of five possible questions and two backup
questions, which were then evaluated by the collective group of peer researchers and
faculty, and provided to the instrumentation expert for the development of a research
survey. The initial survey was developed by the expert in conjunction with faculty
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members and comprised survey questions from all six peer research groups. To create
the final survey, the initial survey was evaluated and adjusted by the 10 peer researchers,
the faculty, the statistician, and the instrumentation expert. The expert distributed a copy
of the final survey to all 10 peer researchers to be utilized in the pilot study (see
Appendix G). The final survey was divided into the following sections: (a) purpose of
the study, (b) electronic consent, (c) demographic data collection, (d) survey directions,
(e) data collection Parts I–VII in which each part corresponded to one of Kennedy’s
(2008) five leadership qualities of cultural difference with the addition of culture and
cultural inclusion, and (f) request for interview. Data collection survey items related to
the research questions were solicited in Parts I–VII wherein participants were asked to
rate 40 strategies identified by the peer researchers based on current research and in
conjunction with Kennedy’s (2008) five leadership qualities of cultural differences.
Participants responded to the closed-ended questions using a 6-point Likert scale with
possible responses ranging from agree strongly to disagree strongly.
Qualitative Instrument–Interview
Qualitative research has five common methods for collecting data: “interviews,
observations, questionnaires, document reviews, and audiovisual materials” (McMillan &
Schumacher, 2010, p. 343). This study utilized a mixed methods design to gain insight
from both the quantitative and qualitative aspects of the research design. The qualitative
aspect of data collection was necessary to provide context to the quantitative data
collected through the Culturally Inclusive Leadership survey. The qualitative instrument
selected for this study was phenomenological open-ended interviews conducted with five
volunteer elementary dual immersion principals who met or exceeded the study’s
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definition of exemplary. Phenomenological interviews provided the researcher with an
opportunity to understand the lived experience of the participants (McMillan &
Schumacher, 2010).
Peer researchers in conjunction with Brandman faculty developed a complete
interview guide that contained a detailed script, interview questions, and probing
questions to lead the researcher when conducting the qualitative interviews (see
Appendix H). Interview guides are advantageous because they provide a topical outline,
in advance of the interview, to ensure consistent questioning of participants (McMillan &
Schumacher, 2010). Moreover, an interview guide provides the researcher with an
opportunity, in advance of the interview, to develop probing questions designed to
facilitate interview responses related to the research question. Probing questions help
redirect the participant; elicit deeper, more meaningful responses; and allow for alternate
wording to facilitate the participant’s understanding of a given question. The research
guide developed for this study led the researcher through the interview, beginning with an
introduction to the study, a review of the participant’s informed consent, the participant’s
right to refuse to answer any or all questions, and finally, the interview questions and
associated probes.
Ten peer researchers participating in the same thematic study worked in
collaboration with Brandman faculty to develop the semistructured, open-ended interview
questions. The peer researchers were divided into six groups of researchers, with each
group assigned one of Kennedy’s (2008) five leadership qualities of cultural differences
to evaluate and assess. Each group of researchers conducted numerous research sessions
and an exhaustive review of the literature to identify common behaviors and recurring
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themes found within the literature that were also consistent with study definitions. The
peer researchers identified leadership strategies supporting each of the six research
variables. The peer research groups, in conjunction with Brandman faculty, then
developed the interview questions based on the agreed upon strategies and themes.
Through a series of meetings of the entire thematic group of peer researchers and
Brandman faculty, the resulting body of questions were collectively discussed, reviewed,
and edited to ensure alignment of the interview questions with the research questions.
The final interview questions were selected by the collective group of peer researchers,
with support from Brandman faculty and an instrumentation expert, and were used for the
pilot interviews.
To identify five exemplary elementary dual immersion principals for the face-toface interview portion of the research, a survey question was included in the Culturally
Inclusive Leadership survey asking participants to indicate whether they would be willing
to participate in a face-to-face interview. The first five participants who responded
affirmatively to the request were selected to participate in face-to-face interviews. The
advantage of selecting five exemplary elementary dual immersion principals from those
who participated in the quantitative phase of the study was the opportunity to explore
their survey responses in depth and to ascribe meaning, in the form of lived experiences,
to the numerical data gathered from the survey. Qualitative interviews provide an
opportunity for open-ended questions, follow-up questions, and allow for the interviewer
to adapt questions to suit the changing dynamics of the interview (McMillan &
Schumacher, 2010).
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Researcher as an Instrument of the Study
The inherent nature of qualitative research positions the researcher as an
instrument of the study. As such, data collected are subject to the influence of the
researchers and their personal biases (Patten, 2015). At the time of this study, the
researcher had more than a decade of experience in education that included roles as both
a teacher and an administrator. The interviews for this study were conducted via Zoom
(in compliance with COVID-19 social distancing requirements) at a date and time that
was convenient for the participant. All interviews were recorded using the recording
feature of the Zoom meeting interface, and written transcripts were provided to
participants to verify the accuracy and eliminate any potential bias in interpreting the
responses.
Field Testing
The researcher conducted a field test of the research survey with two elementary
dual immersion principals who met the criteria of the study population and were not
included in the final study. Ten other peer researchers also conducted a field test of the
Culturally Inclusive Leadership survey with exemplary leaders in their field. All survey
responses were captured using SurveyMonkey, and the results were forwarded to a thirdparty evaluator. All field-test participants were given an opportunity to provide their
feedback using the Survey Field Test Participant Feedback form with regards to the
quality of the survey (see Appendix I). Participants were asked to comment on the
appropriateness of the scales and whether or not the questions were clear. All of the
participant evaluations were collected and submitted to Brandman faculty and the
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instrumentation expert for review. The final quantitative survey was used to conduct the
survey of the study participants.
A field test of the Culturally Inclusive Leadership interview guide was conducted
by all 10 peer researchers. The selected interview participants were identified as having
similar leadership qualities to those in the study population. Moreover, it was agreed
upon that participants of the field test would not be considered for participation in the
final study. All interview field-test participants were given the opportunity to provide
their feedback to the interview process used and the questions asked (see Appendix J).
To provide additional feedback to the researcher and evaluate the researcher’s neutrality,
the pilot interviews were observed by a neutral observer. Following the pilot interview,
the observer provided feedback to the researcher regarding her body language,
questioning technique, and other behaviors that may be indicative of researcher bias (see
Appendix K). At the conclusion of the pilot interviews, peer researchers submitted all
evaluations to the instrumentation expert and faculty members for review and evaluation.
Based on the field-test participants and researcher feedback, the interview questions were
refined and redistributed to all 10 peer researchers for review and approval. The final
qualitative interview guide was utilized when the research interviews were conducted.
Validity
Validity is defined as “the degree to which your instrument truly measures what it
purports to measure” (Roberts, 2010, p. 151). Validity is first established through the
deliberate construction of the survey instrument items and the interview questions. For
this study, the theoretical framework used to develop the instrumentation was derived
from Kennedy’s (2008) five leadership qualities of cultural differences. First, the 10 peer
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researchers participating in this thematic research study, in conjunction with Brandman
faculty, worked collaboratively to develop a common set of theoretical definitions, based
on current literature, to guide both the researcher and the study participants in ensuring a
common understanding of key terms and variables used within the study. Developing a
common set of theoretical definitions was essential to the validity of the study because it
ensured that all participant responses were based on a common understanding of the
language used within the study.
Next, to ensure content validity, the 10 peer researchers were divided into groups,
and each group was assigned a study variable and tasked with completing a
comprehensive literature review to understand and identify the research strategies,
suggested by the literature, that leaders use to create an organizational culture of
inclusiveness. The peer researchers collaborated on their findings found within the
literature to construct questions for the quantitative survey and qualitative interview that
were reflective of Kennedy’s (2008) theoretical framework and were in alignment with
the research questions. For the quantitative survey, the peer researchers utilized a closedended survey design to ensure that all participants were presented with identical questions
and options for responding. This format increased the validity of the instrument and
facilitated the accurate analysis of comparable data. For the qualitative interviews, the
peer researchers devised and utilized an interview guide. The interview guide provided
an interview script, complete with interview questions, and corresponding probes. The
interview guide added to the validity of the study because the guide was designed to
ensure that all participants were presented with the same question frames and probes that
directly aligned to the research questions. To develop these instruments, peer researchers
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and Brandman faculty met repeatedly over a period of several months to review and
revise the survey and interview questions. This collaborative effort ensured that both the
qualitative and quantitative instruments not only were reflective of the literature but also
were grounded in Kennedy’s (2008) theoretical framework and directly aligned with the
research questions. The peer researchers and Brandman faculty utilized the expertise of
an instrumentation specialist and a research statistician to guide this work and further
validate the construction of the research instruments. In addition, the researcher
developed a synthesis matrix from the literature review to further ensure the alignment
and validity of the survey items and interview questions selected. A carefully constructed
synthesis matrix allows the researcher to organize the literature in a meaningful way,
linking multiple sources together to illustrate common results (Roberts, 2010).
Finally, research validity was strengthened through the use of field tests (Roberts,
2010). In this study, both the qualitative and quantitative instruments were strengthened
through the use of field testing. For the quantitative survey, a thematic field test was
conducted consisting of 22 participants who all had characteristics similar to the
population under study. After completing the survey, all participants provided feedback
using the Survey Field Test Participation form as to the clarity of the questions and the
appropriateness of the rating scales. The participant feedback data were compiled and
reviewed by the 10 peer researchers, Brandman faculty, and the instrumentation expert.
As a result of the participant feedback, modifications were made to increase the clarity
and validity of the survey questions. To ensure validity of the interview questions, a pilot
test was also completed. Pilot-test volunteer participants were identified through the pilot
test of the quantitative survey, which replicated the protocol for the study. Following the
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interview, participants were asked to provide feedback using the Field Test Participant
Feedback form regarding the interview questions and the general interview process. The
interview participant feedback data were compiled and reviewed by the 10 peer
researchers, Brandman faculty, and the instrumentation expert. Based on participant
feedback, the interview script and questions were modified to ensure validity and
alignment with the research questions. To further increase validity, a neutral observer
was present during the pilot interview and provided feedback to the researcher on the
interview process and any potential bias demonstrated by the interviewer. Feedback by a
neutral observer provides an objective evaluation of the researcher’s interview style,
mannerisms, and possible unconscious biases that may unduly influence the interview
process or the participant. The researcher was able to incorporate suggestions by the
observer to provide a more enjoyable experience for the participants and to ensure the
interview process was conducted with fidelity.
Reliability
Creswell and Creswell (2018) described reliability as “the consistency or
repeatability of an instrument” (p. 151). Patten (2015) stated that reliability is “the
degree to which your instrument consistently measures something from one time to
another” (p. 151). Reliability of this study was enhanced through the use of field testing
for both the quantitative and qualitative portions of the study, consistent survey and
interview questions for all participants, consistent survey description and background
information for all participants, and the provision of formal definitions of the study
variables, which were provided to all participants prior to engaging in the study.
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The quantitative survey was field-tested by the thematic team using 24 different
participants, and an item analysis was conducted. In addition, Cronbach’s alpha was used
to establish a statistical measure of reliability with an instrument overall score of 0.736.
Cronbach’s alpha is a convenient test used to estimate the reliability or internal
consistency of a composite score. The Cronbach’s alpha commonly accepted rule is that
an alpha of 0.7 (some say 0.6) indicates acceptable reliability and 0.8 or higher indicates
good reliability. Very high reliability (0.95 or higher) is not necessarily desirable
because this indicates that the items may be entirely redundant (Fraenkel & Wallen,
1999).
The qualitative interview questions were field-tested using 11 different
participants. A formal script was developed and utilized, ensuring that all participants
received identical directions and interview questions, further enhancing the reliability of
the instrument.
Intercoder reliability is achieved when the data are read and evaluated by a thirdparty evaluator whose conclusion is consistent with that of the researcher (Patton, 2015).
For this study, a peer researcher was utilized to code 10% of the interview to ensure a
minimum of 80% accuracy in the coding of the themes developed by the researcher. This
ensured calibration of the coding and consistency of the themes developed during the
data analysis.
Data Collection
The data collected in this sequential explanatory mixed methods study were
obtained using both quantitative and qualitative methods. Research studies that utilize
both quantitative and qualitative research methods provide the greatest opportunity for
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understanding the perspectives of the participants (McMillan & Schumacher, 2010).
Quantitative survey data were collected utilizing SurveyMonkey, an electronic survey
tool (surveymonkey.com), and qualitative data were collected via face-to-face interviews
using Zoom, an online meeting platform (Zoom.com).
For both the quantitative and qualitative portions of this study, all data were
collected and stored on a password-protected computer accessible only to the researcher.
To ensure complete confidentiality, personal information provided by the study
participants was stored separately from the data collected. The data were correlated for
each participant through the assignment of a unique numerical identifier known only to
the researcher. Prior to participation, the researcher provided all participants with
Brandman’s Participant Bill of Rights and provided interview participants with
Brandman’s Consent to Record Interview Form (see Appendix L). In addition, at the
outset of the Culturally Inclusive Leadership survey, administered via SurveyMonkey,
participants were notified of the minimal risks associated with participating in the study,
the possible benefits to themselves or others, and an assurance of anonymity as part of the
electronic consent prior to beginning the data collection portion of the online survey.
Prior to commencing data collection, the researcher received formal approval from the
Brandman University Institutional Review Board (see Appendix M).
Quantitative Data Collection
The quantitative data for the study was collected through the Culturally Inclusive
Leadership survey administered to 15 participants using SurveyMonkey, an electronic
survey tool (SurveyMonkey.com). The 40-question survey was developed by 10 peer
researchers in conjunction with Brandman faculty and an instrumentation expert. The
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survey questions were designed following a thorough review of the literature to identify
strategies that the research suggests leaders use to create an organizational culture of
inclusiveness. The literature findings coupled with Kennedy’s (2008) five leadership
qualities of cultural differences identified in Putting our Differences to Work: The Fastest
Way to Innovation, Leadership, and High Performance served as the theoretical
framework for the study.
Potential elementary dual immersion principals were identified from the sample
population and contacted via e-mail to solicit their participation in the study. The
solicitation e-mail contained an overview of the study and a list of the six possible criteria
previously identified as exemplary characteristics with the requirement that principals
interested in participating in the study indicate their exemplary status by selecting at least
four of the six criteria and returning the exemplary criteria checklist to the researcher.
The researcher then compiled a list of potential participants, from the e-mail responses,
which was presented to an expert to verify the potential participants’ status as exemplary.
The experts consisted of the following: (a) a coordinator of TK-12 language acquisitions
and instructional support at Capistrano Unified School District; (b) a representative of the
Orange County Department of Education; and (c) a representative from the San Diego
County Office of Education, English Language Development and Support. To generate
the final list of dual immersion principals who met the exemplary criteria, the researcher
compiled a complete listing of all elementary dual immersion principals identified as
exemplary by the experts and assigned random numbers from a random number generator
(http://www.randomnumbergenerator.com/) to pick the 15 participants in the study
sample. Exemplary elementary dual immersion principals selected for the study were
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sent a follow-up e-mail containing instructions on how to participate in the study, a
description of the research study itself, definitions of the terms used in the study,
Brandman’s Participant Bill of Rights, and a hyperlink to the Culturally Intelligent
Leadership Survey.
Once participants navigated to the Culturally Intelligent Leadership Survey via
the hyperlink in the e-mail, they were presented with the survey in six sections. First,
information was provided regarding the purpose of the study, followed by a request for
participants to provide nominal demographic information. Next, participants were
provided with directions to complete the survey and then were presented with Parts I–
VII, which comprised 40 questions designed to collect information relating to the
strategies exemplary elementary dual immersion principals use to create an
organizational culture of inclusiveness. Each of the seven parts correlated to Kennedy’s
(2008) five leadership qualities of cultural differences with the addition of questions
relating to culture and cultural inclusiveness. Finally, the survey concluded with a
request to be contacted to participate in a face-to-face interview. Participants responded
to the closed-ended questions using a 6-point Likert scale with possible responses ranging
from agree strongly to disagree strongly.
Qualitative Data Collection
For the qualitative portion of this study, 12 semistructured interview questions
were developed by 10 peer researchers in conjunction with members of Brandman faculty
and an instrumentation expert. Research questions were designed to elicit responses
identifying the strategies that exemplary elementary dual immersion principals use to
create an organizational culture of inclusiveness as identified by Kennedy’s (2008) five
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leadership qualities of cultural differences. The semistructured question design provided
an opportunity for interview participants to share experiences they deemed important to
the study while at the same time providing the researcher with the freedom to follow
topical trajectories that may not have been considered when the interview guide was
developed. All interview participants were provided with the interview questions and
definitions of the research variables in advance of the interview.
Qualitative interview participants were identified through their response to the last
question of the Culturally Intelligent Leadership Survey, which asked participants to
indicate whether or not they would be willing to participate in a face-to-face interview.
The first five participants who responded affirmatively were selected to participate in the
qualitative interview portion of the study. Once they were identified, the researcher
contacted each of the five participants by e-mail, requesting a face-to-face meeting on a
date and time that was convenient for them. Once participants identified a date and time
for the interview, the researcher sent the participant a Zoom meeting link. At the time of
this study, the COVID-19 virus gave rise to a global pandemic, which in turn severely
restricted the public’s ability to engage in face-to-face meetings. To comply with social
distancing requirements, the online meeting platform Zoom was selected to host the faceto-face interviews. In advance of the face-to-face interviews, participants were provided
with a description of the study, definitions of the terms used in the study, Brandman’s
Participant Bill of Rights, Brandman’s Consent to Record the Interview form, and a copy
of the interview questions (not including the script or probes). A copy of the interview
questions was sent to participants in advance of the interview in order to make the most
of their time and encourage participation. At the time the interviews were conducted,
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many elementary dual immersion schools in Orange and San Diego counties were
returning to on-campus instruction for the first time in 6 months while others were
navigating a hybrid model, which consisted of students splitting their time between oncampus and distance learning. Regardless of the model, principals were overwhelmed
with the restrictions and safety protocols and precautions required by state and local
governments related to COVID-19. Providing the interview questions in advance
allowed the participants to prepare for the interview at their convenience, minimizing the
actual time spent in the interview. This step was important in ensuring the researcher
would have ample participants.
The researcher met with each interview participant on Zoom and began the
interview by confirming that each participant had received the consent forms related to
the interview. Participants were also reminded that the interview would be recorded
using the recording function of Zoom to allow for transcription and clarification on the
part of the researcher. Participants were notified that a copy of the interview transcript
would be made available to them to verify accuracy, if so desired. The researcher began
the interview following the script as indicated in the interview guide. The interview
began with a brief introduction of the researcher and the purpose of the study, including a
brief outline of Kennedy’s (2008) five leadership qualities of culturally inclusive
leadership. The participants were reminded that they were provided with a copy of the
definitions of terms used in the study and were instructed to refer to them as necessary
during the interview. The participants were informed that the researcher intended to limit
the interview to a duration of 60 minutes and that they had the right to refuse to answer
any question or to end the interview, entirely, at any point. The researcher paused for
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questions prior to proceeding. Next, the interview questions were presented following
the interview guide. Probes were administered as necessary to clarify the meaning of the
question, elicit an elaboration from the participant, or further explore a participant’s
response.
Data Analysis
The data collected for this study followed a sequential explanatory mixed
methods protocol. First, quantitative data were collected through the online Culturally
Inclusive Leadership survey. The survey consisted of 40 cultural inclusive leadership
strategies presented to the exemplary elementary dual immersion principals who were
asked to rate the strategies using a 6-point Likert scale ranging from strongly agree to
strongly disagree. The survey was administered using SurveyMonkey, an online survey
tool. Next, qualitative data were collected through face-to-face interviews using Zoom,
an online meeting platform. An interview guide containing an interview script and 12
interview questions was utilized to lead the researcher in conducting the interviews. The
collection of quantitative data first provided the researcher with an opportunity to use the
data collected to inform the qualitative interviews. The qualitative data provided context
to the numerical data collected during the quantitative phase of the research. After
completing both the quantitative and qualitative data collection phases, the resulting data
were analyzed and summarized. In combination, both the quantitative and qualitative
data presented a well-rounded analysis, containing both numerical and narrative data,
which was utilized to identify the strategies used by exemplary elementary dual
immersion principals in creating an organizational culture of inclusiveness. The
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combination of data provided for the identification of themes and trends, which led to the
findings of this study.
Quantitative Data Analysis
The quantitative data for this study were collected using the Culturally Inclusive
Leadership survey, which was designed by 10 peer researchers in conjunction with
Brandman faculty and an instrumentation expert. The survey was administered using
SurveyMonkey, an online survey tool. The 40-question survey was administered to 18
volunteer elementary dual immersion principals who met the definition of exemplary as
defined in this study. The survey results were downloaded from SurveyMonkey and
analyzed by the researcher using descriptive statistical analysis, including mean, median,
mode, percentages, and standard deviation. Descriptive statistics were utilized to analyze
the data and contribute to answering the study’s research questions. McMillan and
Schumacher (2010) described the use of descriptive statistics as “the most fundamental
way to summarize data, and it is indispensable in interpreting the results of quantitative
research” (p. 149).
Qualitative Data Analysis
Qualitative data were collected in the form of semistructured, face-to-face
interviews utilizing Zoom, an online meeting platform. Interview data were collected
from five elementary dual immersion principals who met the study criteria for an
exemplary principal. Interviews were recorded, transcribed, and provided to participants
for review and to check for accuracy prior to analysis. The researcher reviewed the
transcripts, identifying similar themes, patterns, and trends, and utilized a data analysis
software program known as NVivo to code the data and identify the frequency of themes,
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patterns, and trends in order to ascribe meaning from the data collected. Frequency tables
were developed to illustrate the strength of each theme identified.
To ensure the accurate coding of data and themes, intercoder reliability was
utilized. Intercoder reliability is a mechanism by which a second researcher, in this case
one of the 10 peer researchers, codes at least 10% of the interview data with a minimum
of 80% agreement between the findings of both researchers. Intercoder reliability was
used to strengthen and validate the qualitative findings of this study. The data collected
through the quantitative phase of the study were used to inform and provide context to
the collection of qualitative data. The final analysis of both the quantitative and
qualitative data facilitated the emergence and identification of trends and themes in the
data, which served to the answer the research questions. This multiphased data analysis
led to the findings of the study.
Limitations
This study was part of a larger thematic study, which included 10 peer researchers
who replicated the study using identical quantitative and qualitative methodology and
instrumentation while each studying exemplary leaders from many different of fields.
The depth and breadth of the study, encompassing 165 participants, added to the
reliability of the findings. However, all research studies are subject to limitations.
According to Price and Murnan (2004), “A limitation of a study design or instrument is
the systematic bias that the researcher did not or could not control and which could
inappropriately affect the results” (p. 66). The researcher identified several limitations to
the study, including participant bias, population, sample size, geography, time, and
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researcher as the instrument. Although steps were taken to reduce bias, it was not
possible to ensure all bias was removed from the sample selection.
Participant Bias
This study was limited to the perceptions of volunteer participants. According to
Price and Murnan (2004), volunteer participants are “likely to be unique in their
perceptions of a topic compared to the total population” (p. 67) and are known to have “a
special interest either positive or negative, toward the topic of the study” (p. 67). In
addition, the quantitative and qualitative instruments utilized in this study relied on the
truthful responses of the participants. Given the nature of survey and interview
responses, the researcher cannot eliminate the potential for participant bias. However, in
selecting principals who have been identified as exemplary leaders, the researcher had
attempted to mitigate this limitation. Finally, at the time this study was conducted, the
world was navigating a global pandemic. The COVID-19 pandemic has altered every
facet of human interaction, including the closure of schools for more than 6 months,
social distancing directives requiring a minimum of six feet between people, and a
mandate requiring the use of facial coverings in public spaces. The COVID-19 pandemic
has altered the ways in which leaders interact with followers. It is beyond the control of
this researcher, or the study itself, to anticipate the ways in which the global pandemic
may have impacted the responses of the participants.
Population
The study was limited to understanding the strategies that exemplary elementary
dual immersion principals use to create an organizational culture of inclusiveness using
Kennedy’s (2008) five leadership qualities of cultural differences. Therefore, it is
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important to understand that the results from this study cannot be generalized beyond the
population for which this study was developed. Moreover, the quantitative and
qualitative research instruments were designed to consider the five leadership qualities of
cultural differences as identified by Kennedy. As a result, the study was limited to
identifying the strategies elementary dual immersion principals use within the context of
the study variables.
Sample Size
The sample for this study was selected from the larger population of elementary
dual immersion principals. According to McMillan and Schumacher (2010), a “sample
size that is only a small percentage of the population can approximate the characteristics
of the population satisfactorily” (p. 141). For this study, purposeful sampling was
employed, using a set of characteristics designed to identify exemplary elementary dual
immersion principals from the general population of principals. Fifteen exemplary
elementary dual immersion principals participated in the quantitative research survey,
followed by five principals who participated in the qualitative interview.
Geography
California is identified as having the third largest geographical area in the United
States, enrolling more than 6,000,000 K-12 students in 1,037 school districts (California
Department Education, 2020). Given the vast educational landscape of California and the
limitations of the researcher, this study was limited to Orange and San Diego counties in
California. Limiting the geographical region facilitated the completion of the study
within a reasonable amount of time. In addition, because of the COVID-19 pandemic,
the amount of travel and face-to-face contact allowed was regulated, which further
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restricted access to participants. Finally, Southern California has a unique history with
regard to immigration and bilingual education. Therefore, study results are limited to
understanding the strategies of exemplary elementary dual immersion principals in
Southern California or geographic locations with a similar immigrant population and
bilingual educational history.
Time
This research study coincided with the start of a new school year during a global
pandemic. At the time of this study, principals were tasked with creating COVID-19
reopening plans designed to bring students safely back to campus after an absence of
more than 6 months. Principals were required to create plans in compliance with federal,
state, and local regulations, which changed weekly. The resulting stress and time
constraints upon the participants cannot be overstated. To accommodate the participants,
every effort was made to limit the amount of time principals were required to participate
in the research. Interviews were limited to 60 minutes and were schedule at the
convenience of the participants. In addition, interview questions were provided to
participants in advance to make efficient use of their valuable time. Given that this was a
sequential explanatory mixed methods research study, participants completed the
quantitative survey first, followed by the qualitative interview.
Researcher as the Instrument
Patton (2015) argued that qualitative data collection is inherently subject to the
personal bias and influence of the researcher. The researcher for this study had more than
a decade of experience in education, which included roles as both a teacher and an
administrator. Moreover, the researcher had experience in both a traditional classroom
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setting and a dual immersion school setting. The interviews for this study were
conducted via Zoom (in compliance with COVID-19 social distancing requirements) at a
date and time that was convenient for the participant. All interviews were recorded using
the recording feature of the Zoom meeting interface, and written transcripts were
provided to participants to verify the accuracy and to eliminate any potential bias in
interpreting the responses.
Summary
Chapter III began with an overview of the chapter, followed by the purpose
statement and research questions. The chapter continued with a complete analysis of the
research methodology, including a detailed outline of the sequential explanatory mixed
methods research design. Rational for the mixed methods design was provided, which
included an explanation of the instrumentation utilized in both the quantitative and
qualitative data collection phases. A thorough discussion of the population followed,
which included the target population and the characteristics necessary to identify the
sample population. Chapter III went on to examine the instrumentation utilized in the
study and discussed the validity and reliability of the study. Data collection methods
were examined, followed by a detailed description of the procedures used to analyze both
the quantitative and qualitative data. The chapter concluded with a discussion on the
limitations of the study, which included participant bias, population, sample size,
geography, time, and the researcher as an instrument. Chapter IV provides a complete
analysis of the data collected.
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CHAPTER IV: RESEARCH, DATA COLLECTION, AND FINDINGS
Overview
This research study examined the strategies that exemplary elementary dual
immersion principals use to create an organizational culture of inclusiveness. This
chapter begins with an overview of the study, followed by a recapitulation of the purpose
statement and research questions, a summary of the mixed methods research design and
data collection procedure, a reiteration of the general population, sample population, and
the demographic data of the participants. This chapter continues with a thorough
presentation and analysis of both the quantitative and qualitative data collected, which
concludes with a summary of the research findings.
Purpose Statement
The purpose of this sequential explanatory mixed methods study was identify and
describe the leadership strategies that exemplary elementary dual immersion principals in
Orange and San Diego counties in Southern California use to create an organizational
culture of inclusiveness using Kennedy’s (2008) five leadership qualities of cultural
differences.
Research Questions
1. What strategies do exemplary elementary dual immersion principals use to make
diversity a priority?
2. What strategies do exemplary elementary dual immersion principals use to get to
know people and their differences?
3. What strategies do exemplary elementary dual immersion principals use to enable
rich communication?
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4. What strategies do exemplary elementary dual immersion principals use to make
personal responsibility a core value?
5. What strategies do exemplary elementary dual immersion principals use to establish
mutualism as the final arbiter?
6. What do exemplary elementary dual immersion principals perceive as the most
important advantages of creating an organizational culture of inclusiveness?
Research Methods and Data Collection Procedures
This sequential explanatory mixed methods research study was collaboratively
designed by the cultural intelligence thematic team led by Brandman faculty. The group
of peer researchers utilized Kennedy’s (2008) five leadership qualities of cultural
differences as their theoretical framework. Peer researchers developed two survey
instruments, which were utilized to collect both quantitative and qualitative data. First,
the Culturally Inclusive Leadership survey was developed and administered to 18
exemplary elementary dual immersion principals in Orange and San Diego counties and
was designed to collect demographic and quantitative data from each of the participants.
The survey was divided into 11 parts consisting of (a) the purpose of the study,
(b) electronic consent, (c) demographics, (d) making diversity a priority, (e) knowing
people, (f) communication, (g) personal responsibility, (h) mutualism, (i) culture, (j)
culture of inclusion, and (k) interview solicitation. The survey was organized according
to Kennedy’s (2008) five leadership qualities of cultural differences and identified 40
strategies that research suggests leaders use to create a culture of inclusiveness within
organizations. Using a Likert scale, participants were asked to rate the extent to which
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the identified strategies reflect their culturally inclusive leadership practices. The
electronic survey was administered using SurveyMonkey, an online survey application.
Following the collection and analysis of quantitative data, the researcher
conducted semistructured interviews with five survey participants who volunteered (via
the electronic survey) to participate in the qualitative portion of the research study. The
group of peer researchers developed a series of 12 questions designed to provide depth to
the information provided in the quantitative survey to further explore the strategies
exemplary elementary dual immersion principals use to create an organizational culture
of inclusiveness. The interview guide, designed and developed by the peer researchers,
provided structure and continuity when interviewing the five participants. The interview
questions were divided into six parts, which mirrored the electronic survey and the five
leadership qualities of cultural differences as identified by Kennedy (2008). Each section
included two formal interview questions and an accompanying question designed to
probe the participants to expand their responses or elicit a deeper understanding of their
lived experiences with reference to their culturally inclusive practices.
The qualitative data gathered during the five interviews provided insight as to the
lived experiences of the exemplary elementary dual immersion principals with regard to
the strategies they use to create an organizational culture of inclusiveness. Participants
were encouraged to share examples to demonstrate and/or provide context to the
strategies identified. The face-to-face interviews, conducted via Zoom (an online
meeting platform), lasted approximately 60 minutes. To ensure accuracy, each interview
was recorded and transcribed. To protect the identity of the participants, their school, and
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school district, each participant was assigned a numerical identifier, which was stored
separately and securely from the data collected on a password-protected computer.
Population
The general population identified for this study consisted of approximately 513
elementary dual immersion principals located in California (CABE, n.d.). However,
given the large geographical area of the state, combined with the time and financial
constraints of the researcher, it was determined that it was not feasible to study the entire
population. As such, the researcher selected 124 elementary dual immersion principals
located in both Orange and San Diego counties as the target population. This provided a
representative sample of the general population, while increasing the feasibility of the
study, and consisted of 65 elementary dual immersion principals in Orange County,
California, and 59 elementary dual immersion principals located in San Diego County,
California.
Sample
The sample population consisting of 18 exemplary elementary dual immersion
principals was identified through the use of nonprobability sampling techniques,
including both convenience and purposeful sampling. Convenience sampling allowed the
researcher to select participants from Orange and San Diego counties while purposeful
sampling allowed the researcher to select exemplary elementary dual immersion
principals from within the target population. The use of elementary dual immersion
principals who have been identified as exemplary distinguished them from the target
population based on their superior ability to contribute to the purpose of the study. Study
participants who volunteered to participate, self-identified as exemplary based on the
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criteria determined by the group of thematic peer researchers, which was then verified by
independent experts in the field. To participate in the study, the 18 exemplary elementary
dual immersion principals met at least four of the following six criteria:
• The principal participates in organizational and community activities involving diverse
individuals.
• The principal demonstrates evidence of leading a culturally inclusive organization.
• The principal has a minimum of 5 years of experience in the profession.
• The principal has had articles, papers, or materials written, published, or presented at
conferences or association meetings about cultural inclusion.
• The principal has received recognition by his or her peers as a leader who gives
respect to all people.
• The principal is a member in good standing in professional associations in his or her
field.
The researcher contacted 106 elementary dual immersion principals via e-mail,
which were identified from the target population in Orange and San Diego counties in
Southern California. Of the 106 contacted, 18 exemplary elementary dual immersion
principals agreed to participate in the research study. The 18 exemplary elementary dual
immersion principals completed the Culturally Inclusive Leadership online survey, which
constituted the quantitative portion of the study. Of those 18 who participated, 11
identified themselves as willing to participate in the qualitative interview portion of the
study, of which five participants responded to the request for an interview. The five
participants were identified as the interview participants and met with the researcher for a
face-to-face interview, via Zoom, lasting approximately 60 minutes.
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Demographic Data
Eighteen exemplary elementary dual immersion principals from Orange and San
Diego counties in Southern California were selected to participate in this study. The
principals were assigned a unique numerical identifier, which was stored separately from
any identifying information, to protect their identity, the identity of their school, and the
school district. Table 2 provides a summary of the demographic data of the 18
participants. Table 3 identifies the participants and their exemplary criteria, which makes
them eligible to participate. Finally, Table 4 identifies the participants by geographic
location.
Table 2
Demographic Data of Participants
Demographic

Number

Percentage

12
6

66.7
33.3

8
9
1

44.4
50.0
5.6

3
7
7
1

16.7
38.9
38.9
5.6

1
7
0
8
2

5.6
38.9
0.0
44.4
11.1

Gender
Female
Male
Years in Current Positiona
0–5
6–10
11–15
Age
31–40
41–50
51–60
61–70
Ethnicity
Filipino
Hispanic/Latinx
Native American/Alaskan Native
White
Two or more races
a

Average: 5.5 years; Range: 1–13 years.
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The demographic data in Table 2 classifies two thirds of all participants having
identified as female, while one third identified as male. The average number of years
participants held their current position was 5.5 years while the range was from 1–13
years. Fourteen participants ranged in age from 41–60 with three participants aged 31–40
and one participant aged 61–70. The majority of participants identified as White (8),
followed by Latinx (7), two or more races (2), and Filipino (1).
In agreeing to participate in the research study, participants self-identified as
having met a minimum of four of the six exemplary criteria as defined by the thematic
group of peer researchers. The criteria for each participant was verified by experts in the
field. As indicated in Table 3, all 18 participants met the criteria for exemplary with one
participant meeting all six criteria, two meeting five criteria, and 16 meeting four criteria.
Table 3
Exemplary Criteria of Participants

Study
participant

Organization/
community
activities

Leading
successful
organizations

Minimum
5 years in
profession

1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18

ü
ü
ü
ü
ü
ü
ü
ü
ü
ü
ü
ü
ü
ü
ü
ü
ü
ü

ü

ü
ü
ü
ü
ü
ü
ü
ü
ü
ü
ü
ü
ü

ü
ü
ü
ü
ü
ü
ü
ü
ü
ü
ü
ü
ü
ü
ü
ü

ü
ü
ü
ü
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Conference/
meeting
publications

Recognition
by peers

Member in
professional
organization

ü
ü
ü

ü
ü
ü

ü
ü
ü

ü
ü
ü
ü
ü
ü
ü
ü
ü
ü
ü
ü
ü
ü

A total of 106 participants were solicited from Orange and San Diego counties in
Southern California. Of the 41 participants solicited in Orange County, 11 agreed to
participate (27%). In San Diego County, 65 participants were solicited while seven
agreed to participate (17%). Eighteen participants in all agreed to participate in the study
with 11 (61%) working at schools in Orange County and seven (39%) working at schools
in San Diego County.
Table 4
Participants by Geographic Location
Participant

Orange County, CA

1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18

ü

San Diego County, CA
ü

ü
ü
ü
ü
ü
ü
ü
ü
ü
ü
ü
ü
ü
ü
ü
ü

Presentation and Analysis of Data
This research study was designed using a sequential mixed methods approach,
which allowed the researcher to use both methods, a numerical analysis and a narrative
understanding, to answer the research questions (McMillan & Schumacher, 2010). The
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data presented began with a quantitative analysis of the electronic survey results,
followed by a qualitative analysis of the semistructured interview. The researcher
utilized the expertise of a statistician to disaggregate and help the researcher analyze the
quantitative research data. The qualitative data of semistructured interviews were
analyzed by the researcher using NVivo, a qualitative data analysis software application.
The quantitative and qualitative data were collected in order to identify the strategies that
exemplary elementary dual immersion principals use to create an organizational culture
of inclusiveness.
Following the protocol for a sequential mixed methods design, the researcher first
collected quantitative data through an electronic survey entitled Culturally Inclusive
Leadership, which was administered using SurveyMonkey, an online survey application.
The survey, which was administered to 18 participants, utilized a Likert scale to gather
information regarding the extent to which the identified strategies reflected the
participants’ culturally inclusive leadership practices. The average time to complete the
survey was 8 minutes, and all 18 (100%) participants responded to each survey question.
Quantitative data were exported from SurveyMonkey and downloaded into an Excel
spreadsheet in preparation for analysis. Prior to analysis, the informed consent of all 18
study participants was verified.
Qualitative research participants were solicited through the last section of the
quantitative survey, wherein participants were asked to provide contact information if
they wished to engage in the interview portion of the study. Of the 18 participants, 11
(61%) indicated their willingness to participate in an interview by providing their contact
information. An e-mail, soliciting dates and times that would be convenient to interview
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the participant, was sent to all 11 potential interview subjects to which five (45%)
responded and were subsequently interviewed. Because of the COVID-19 global
pandemic and social distancing requirements, all five qualitative interviews were
conducted via Zoom, an online platform. Each interview lasted approximately 60
minutes and was recorded and transcribed using Zoom’s transcription function, which
was then reviewed for accuracy by the researcher. Interview transcriptions were
uploaded to NVivo, a qualitative data analysis software program designed to assist the
researcher in analyzing qualitative data. The researcher uploaded the raw interview data
into NVivo and was able to organize the data by word frequency, research question, and
theme, as well as code and analyze the interview data, while utilizing specific quotations
from the participants in support of the data analysis.
Research Question Results
Quantitative Data Results
To collect quantitative data for this study, the Culturally Inclusive Leadership
survey was administered to the 18 participants. Each participant was asked to indicate
the extent to which they utilized 40 different strategies, as suggested by the literature,
used in creating an organizational culture of inclusiveness. The 40 questions were
organized according to Kennedy’s (2008) five leadership qualities of cultural differences
with the addition of a section regarding the culture of inclusion and were presented using
a Likert scale.
Once the survey was completed by the 18 participants, the survey data were
exported from SurveyMonkey and downloaded into an Excel spreadsheet for analysis.
The data were analyzed through the use of descriptive statistics, producing the mean,
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standard deviation, median, mode, minimum, and maximum values. These indices were
evaluated across the identified strategies, within each research question, to ascertain the
frequency of responses, mean rating, and standard deviation for each item as well as an
overall rating for each respective question. According to McMillan and Schumacher
(2010), descriptive statistics are used to “transform a set of numbers or descriptions into
indices that describe or characterize the data” (p. 149). Therefore, participant responses
were assigned a numerical value based on their survey response in order to facilitate
statistical analysis. Those values included 6 (strongly agree), 5 (agree moderately),
4 (agree slightly), 3 (disagree slightly), 2 (disagree moderately), and 1 (disagree
strongly).
Making diversity a priority.
What strategies do exemplary elementary dual immersion principals use to make
diversity a priority?
Survey participants were presented with five strategies related to Research
Question 1, making diversity a priority (see Table 5). Of the five strategies presented,
100% of participants selected the highest value of 6 (agree strongly) for the strategy
“take personal responsibility for inclusion of all people,” indicating that this strategy
reflected their culturally inclusive practices the most. The strategy with the least number
of participants (77.78%) who selected agree strongly was “provide coaching to develop
talent within the organization”. Table 7 lists each strategy and their associated responses
from the 18 study participants, along with the average and standard deviation for each.
Overall, ratings for Research Question 1 were high with an overall average rating of M =
5.87 and a standard deviation of SD = 0.50.
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Table 5
Research Question 1: Strategies and Participant Responses

Strategy

6

5

Model diversity as an
organizational priority

83.33%

11.11%

Take personal
responsibility for
inclusion of all people

100.00%

Communicate the
importance of culture
differences

Ratinga
4

3

2

1

Avg.

SD

5.56%

0.00%

0.00%

0.00%

5.78

0.55

0.00%

0.00%

0.00%

0.00%

0.00%

6.00

0.00

88.89%

11.11%

0.00%

0.00%

0.00%

0.00%

5.89

0.32

Provide coaching to
develop talent within the
organization

77.78%

16.67%

5.56%

0.00%

0.00%

0.00%

5.72

0.57

Provide opportunities for
people to develop new
skills

88.89%

5.56%

5.56%

0.00%

0.00%

0.00%

5.83

0.51

Overall

87.78%

8.89%

3.33%

0.00%

0.00%

0.00%

5.84

0.44

a

Ratings: 6 (agree strongly), 5 (agree moderately), 4 (agree slightly), 3 (disagree slightly), 2 (disagree
moderately), 1 (disagree strongly).

Getting to know people and their differences.
What strategies do exemplary elementary dual immersion principals use to get to
know people and their differences?
Exemplary elementary dual immersion principals were presented with five
strategies related to Research Question 2, getting to know people and their differences
(see Table 6). The strategies “embrace interaction with others from different cultures”
and “listen without judgement to understand diverse cultures” were both rated the highest
with 94.44% of participants assigning the highest rating of 6 (agree strongly) with an
average mean rating (M = 5.94) and the smallest deviation (SD = 0.24). The strategy
“intervene when intolerance is present” was rated the lowest with an average mean rating
(M = 5.67) with 86.33% of participants assigning the highest score of 6 (agree strongly)
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and a large standard deviation (SD = 0.97). Table 8 lists each strategy and its associated
responses from the 18 study participants, along with the average and standard deviation
for each. Overall, ratings for Research Question 2, getting to know people and their
differences, were high with an overall average mean rating (M = 5.87) and a standard
deviation (SD = 0.50).
Table 6
Research Question 2: Getting to Know People and Their Differences
Ratinga
Strategy

6

5

4

3

2

1

Avg.

SD

Listen without judgement to
understand diverse cultures

94.44%

5.56%

0.00%

0.00%

0.00%

0.00%

5.94

0.24

Embrace interaction with
others from different cultures

94.44%

5.56%

0.00%

0.00%

0.00%

0.00%

5.94

0.24

Stand up for others if they
are being treated unfairly

88.89%

11.11%

0.00%

0.00%

0.00%

0.00%

5.89

0.32

Encourage open dialog about
controversial issues

83.33%

11.11%

0.00%

0.00%

5.56%

0.00%

5.67

0.97

Intervene when intolerance
is present

88.89%

11.11%

0.00%

0.00%

0.00%

0.00%

5.89

0.32

Overall
90.00%
8.89% 0.00% 0.00% 1.11% 0.00% 5.87
0.50
Ratings: 6 (agree strongly), 5 (agree moderately), 4 (agree slightly), 3 (disagree slightly), 2 (disagree
moderately), 1 (disagree strongly).
a

Enabling rich communication.
What strategies do exemplary elementary dual immersion principals use to enable
rich communication?
Five strategies were presented to participants related to Research Question 3,
enabling rich communication (see Table 7). Of the five strategies presented, 100% of
participants selected the highest value of 6 (agree strongly) for the strategy “remain
accessible to others”, indicating that of the five strategies presented, this strategy
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reflected the culturally inclusive practices the most. In contrast, the strategy “share
honestly what is going on when the chips are down” was rated lower than all other items
with the fewest strongly agree ratings of 66.67% and a low average mean rating (M =
5.67). Table 9 lists each strategy and its associated responses from the 18 study
participants, along with the average and standard deviation for each. Overall, ratings for
Research Question 3, enabling rich communication, were high with an overall average
mean rating (M = 5.82) and a standard deviation (SD = 0.48).
Table 7
Research Question 3: Enabling Rich Communication
Ratinga
Strategy

6

5

4

3

2

1

Avg.

SD

Remain open to feedback to
develop deeper
understanding of different
perspectives

88.89%

11.11%

0.00%

0.00%

0.00%

0.00%

5.89

0.32

Approach conflict by
looking at all sides
Remain accessible to others

94.44%

5.56%

0.00%

0.00%

0.00%

0.00%

5.94

0.24

100.00%

0.00%

0.00%

0.00%

0.00%

0.00%

6.00

0.00

Share honestly what is going
on when the chips are down

66.67%

27.78%

5.56%

0.00%

0.00%

0.00%

5.61

0.61

Create a culture where
people feel safe to share
controversial ideas

77.78%

16.67%

0.00%

5.56%

0.00%

0.00%

5.67

0.77

Overall

85.56%

12.22%

1.11%

1.11%

0.00%

0.00%

5.82

0.48

a

Ratings: 6 (agree strongly), 5 (agree moderately), 4 (agree slightly), 3 (disagree slightly), 2 (disagree
moderately), 1 (disagree strongly).

Make personal responsibility a core value.
What strategies do exemplary elementary dual immersion principals use to make
personal responsibility a core value?
Study participants were provided with five strategies related to Research Question
4, make personal responsibility a core value (see Table 10). All participants (100%)
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assigned the highest value of 6 (agree strongly) to the following three strategies: (a)
promote organizational culture that values inclusion, (b) take ownership of personal
behavior that supports respect of others, and (c) promote a culture where everyone sees
themselves as an important part of the organization, indicating that all three strategies
reflected their culturally inclusive practices the most. The strategy “willing to take
personal risks to see that others are valued” received the lowest rating with an average
mean rating (M = 5.61) and the greatest variation among the responses with a standard
deviation (SD = 0.70) with only 72.22% of respondents selecting agree strongly. Table 8
lists each strategy and its associated responses from the 18 study participants, along with
the average and standard deviation for each. Overall, ratings for Research Question 4,
make personal responsibility a core value, were high with an overall average mean rating
(M = 5.89) and a standard deviation (SD = 0.41).
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Table 8
Research Question 4: Make Personal Responsibility a Core Value
Ratinga
Strategy

6

5

4

3

2

1

Avg.

SD

Promote organizational
culture that values inclusion

100.00%

0.00%

0.00%

0.00%

0.00%

0.00%

6.00

0.00

Take ownership of personal
behavior that supports
respect of others

100.00%

0.00%

0.00%

0.00%

0.00%

0.00%

6.00

0.00

The importance of diversity
is shown in organizational
hiring practices

88.89%

5.56%

5.56%

0.00%

0.00%

0.00%

5.83

0.51

Willing to take personal
risks to see that others are
valued

72.22%

16.67%

11.11%

0.00%

0.00%

0.00%

5.61

0.70

Promote a culture where
everyone sees themselves as
an important part of the
organization
Overall

100.00%

0.00%

0.00%

0.00%

0.00%

0.00%

6.00

0.00

92.22%

4.44%

3.33%

0.00%

0.00%

0.00%

5.89

0.41

a

Ratings: 6 (agree strongly), 5 (agree moderately), 4 (agree slightly), 3 (disagree slightly), 2 (disagree
moderately), 1 (disagree strongly).

Establishing mutualism as the final arbiter.
What strategies do exemplary elementary dual immersion principals use to
establish mutualism as the final arbiter?
Five strategies were presented to participants related to establishing mutualism as
the final arbiter. Of the five strategies, “encourage new ideas that benefit all
stakeholders” and “lead with intentional collaboration where no one is placed at risk”
were rated highest with 88.89% of participants assigning a value of 6 (agree strongly)
with a standard deviation (SD = 0.32). The strategy “insist on fairness as a core value”
was rated lowest with an average mean rating (M = 5.33) and 50% of participants
indicating 6 (agree strongly). This strategy also showed more deviation in responses than
in other strategies with a standard deviation (SD = 0.84). Table 9 lists each strategy and
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its associated responses from the 18 study participants, along with the average and
standard deviation for each. Overall, ratings for Research Question 5, establishing
mutualism as the final arbiter, were high with an overall average mean rating (M = 5.76)
and a standard deviation (SD = 0.52).

Table 9
Research Question 5: Establishing Mutualism as the Final Arbiter

Strategy

6

5

Create a deep sense of
shared purpose

83.33%

16.67%

Insist on fairness as core
value

50.00%

Encourage new ideas that
benefit all stakeholders

Ratinga
4

3

2

1

Avg.

SD

0.00%

0.00%

0.00%

0.00%

5.83

0.38

38.89%

5.56%

5.56%

0.00%

0.00%

5.33

0.84

88.89%

11.11%

0.00%

0.00%

0.00%

0.00%

5.89

0.32

Cultivate a thoughtful
inspection of diverse
thinking

83.33%

16.67%

0.00%

0.00%

0.00%

0.00%

5.83

0.38

Lead with intentional
collaboration in which no
one is placed at risk

88.89%

11.11%

0.00%

0.00%

0.00%

0.00%

5.89

0.32

Overall

78.89%

18.89%

1.11%

1.11%

0.00%

0.00%

5.76

0.52

a

Ratings: 6 (agree strongly), 5 (agree moderately), 4 (agree slightly), 3 (disagree slightly), 2 (disagree
moderately), 1 (disagree strongly).

Advantages of creating a culture of inclusiveness.
What do exemplary elementary dual immersion principals perceive as the most
important advantages of creating an organizational culture of inclusiveness?
Exemplary elementary dual immersion principals were asked to evaluate 10
strategies related to the advantages of creating a culture of inclusiveness. All participants
(100%) assigned the greatest value of 6 (agree strongly) to “treat people with genuine
regard regardless of position”, indicating this strategy is most reflective of its culturally
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inclusive practices. The strategy “collect regular employee feedback” was rated the
lowest with only 55.56% of participants assigning the highest value of 6 (agree strongly)
and a standard deviation (SD = 0.62). Table 12 lists each strategy and its associated
responses from the 18 study participants, along with the average and standard deviation
for each. Overall, ratings for Research Question 6, advantages of creating a culture of
inclusiveness, were high with an overall average mean rating (M = 5.81) and a standard
deviation (SD = 0.43).
Table 10 provides an overview of the six research questions, in accordance with
Kennedy’s (2008) five leadership qualities of cultural differences and the corresponding
statistical data derived from the quantitative survey. According to the data, all 18
participants indicated that the extent to which the identified strategies reflected their
culturally inclusive leadership practices was exceptionally high, given that the average
overall score for each research question fell between the two strongest values: 6 (agree
strongly) and 5 (agree moderately). The highest average score (M = 5.89) was associated
with Research Question 4, making personal responsibility a core value, and the lowest
average score (M = 5.76) was associated with Research Question 5, establishing
mutualism as the final arbiter.
In addition, Table 11 identifies the percentage of participants who assigned the
highest rating of 6 (agree strongly) to the strategies identified within each research
question. According to the data, the greatest percentage (92.22%) of participants agreed
strongly that the strategies identified in Research Question 6, personal responsibility,
reflected their culturally inclusive leadership practices while the lowest percentage of
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participants (78.89%) agreed that Research Question 7, mutualism as the final arbiter,
reflected their culturally inclusive leadership practices.

Table 10
Overview of Survey Responses by Research Question
RQ

Description

Avg.
score

Std.

Mdn

Mode

Min.
value

Max.
value

1

Making diversity a priority

5.84

0.44

6.00

6.00

4.00

6.00

2

Getting to know people and
their differences

5.87

0.50

6.00

6.00

2.00

6.00

3

Enabling rich
communication

5.82

0.48

6.00

6.00

3.00

6.00

4

Make personal
responsibility a core value

5.89

0.41

6.00

6.00

4.00

6.00

5

Establishing mutualism as
the final arbiter

5.76

0.52

6.00

6.00

3.00

6.00

Table 11
Percentage of Participants Who Strongly Agree by Research Question

RQ

Description

%
agree strongly

M
rating

SD

1

Making diversity a priority

87.78%

5.84

0.44

2

Getting to know people and their
differences

90.00%

5.87

0.50

3

Enabling rich communication

85.56%

5.82

0.48

4

Making personal responsibility a core
value

92.22%

5.89

0.41

5

Establishing mutualism as the final arbiter

78.89%

5.76

0.52

6

Advantages of creating an organizational
culture of inclusiveness

82.78%

5.81

0.43

Quantitative data summary. In accordance with Kennedy’s (2008) five
leadership qualities of cultural differences, 18 exemplary elementary dual immersion
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principals were surveyed to ascertain the extent to which the identified strategies
reflected their culturally inclusive leadership practices. All 18 participants indicated that
the extent to which the identified strategies reflected their culturally inclusive leadership
practices was exceptionally high, as the average overall score for each research question
ranged from M = 5.76 (RQ 5: Establishing mutualism as the final arbiter) to M = 5.89
(RQ 4: Making personal responsibility a core value), out of a total of 6.00. Moreover,
although the data revealed that the mean scores across all research questions were
clustered between 5 (agree moderately) and 6 (agree strongly), 90% or more of the
participants assigned 6 (agree strongly) to Research Question 2, knowing people and
their differences, and Research Question 4, personal responsibility as a core value, while
Research Question 5 was the only variable for which less than 80% of participants
assigned 6 (agree strongly).
To understand the importance that all exemplary elementary dual immersion
principals placed on all of the strategies presented for each research question, the
researcher ranked all of the strategies, sorted first by average mean and then by standard
deviation (Appendix N). According to the data, all principals rated all strategies between
5 (agree moderately) and 6 (agree strongly). Table 13 displays the top 12 strategies
sorted by average score and standard deviation. Six of the top 12 strategies were ranked
agree strongly with an average mean score (M = 6.00) and a standard deviation (SD = 0).
Moreover, of those top six strategies, three of them were associated with Research
Question 4, personal responsibility as a core value. The next four strategies were all
ranked with an average mean score of (M = 5.94) and a standard deviation (SD = 0.24)
with half of the strategies associated with Research Question 2, getting to know people
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and their differences. The remaining two strategies received an average mean score (M =
5.89) with a standard deviation (SD = 0.32). It is interesting to note that of the top rated
strategies, none of them were associated with Research Question 5, establish mutualism
as the final arbiter.
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Table 12
Research Question 6: Advantages of Creating a Culture of Inclusiveness
Ratinga
Strategy

6

5

4

3

2

1

Avg.

SD

Promote policies that
ensure cultural
participation
Interact respectfully with
different people in the
organization

66.67%

27.78%

5.56%

0.00%

0.00%

0.00%

5.61

0.61

94.44%

5.56%

0.00%

0.00%

0.00%

0.00%

5.94

0.24

Encourage everyone to
be themselves

83.33%

16.67%

0.00%

0.00%

0.00%

0.00%

5.83

0.38

Listen carefully to make
people comfortable

83.33%

16.67%

0.00%

0.00%

0.00%

0.00%

5.83

0.38

Collect regular employee
feedback

55.56%

38.89%

5.56%

0.00%

0.00%

0.00%

5.50

0.62

Show respect by helping
people

88.89%

11.11%

0.00%

0.00%

0.00%

0.00%

5.89

0.32

Value the contributions
of people through
positive recognition

83.33%

16.67%

0.00%

0.00%

0.00%

0.00%

5.83

0.38

Treat people with
genuine regard
regardless of position

100.00%

0.00%

0.00%

0.00%

0.00%

0.00%

6.00

0.00

Celebrate the unique
contributions of diversity
to the success of the
organization

94.44%

0.00%

5.56%

0.00%

0.00%

0.00%

5.89

0.47

Hold others accountable
for inclusion

77.78%

22.22%

0.00%

0.00%

0.00%

0.00%

5.78

0.43

Overall

82.78%

15.56%

1.67%

0.00%

0.00%

0.00%

5.81

0.43

a

Ratings: 6 (agree strongly), 5 (agree moderately), 4 (agree slightly), 3 (disagree slightly), 2 (disagree
moderately), 1 (disagree strongly).
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Table 13
Top 12 Strategies in Ranked Order by Mean and Standard Deviation

RQ

Strategy
no.

1

2

3

Description

Avg.

SD

Take personal responsibility for inclusion of all people

6.00

0.00

3

Remain accessible to others

6.00

0.00

4

1

Promote organizational culture that values inclusion

6.00

0.00

4

2

Take ownership of personal behavior that supports
respect of others

6.00

0.00

4

5

Promote a culture where everyone sees themselves as an
important part of the organization

6.00

0.00

6

8

Treat people with genuine regard regardless of position

6.00

0.00

3

2

Approach conflict by looking at all sides

5.94

0.24

2

1

Listen without judgement to understand diverse cultures

5.94

0.24

6

2

Interact respectfully with different people in the
organization

5.94

0.24

2

2

Embrace Interaction with others from different cultures

5.94

0.24

3

1

Remain open to feedback to develop deeper
understanding of different perspectives

5.89

0.32

6

6

Show respect by helping people

5.89

0.32

The 12 strategies that received the lowest average score and their associated
standard deviation are listed in Table 14. For this grouping, the data revealed that the
strategy receiving the lowest average mean score (M = 5.33) with a large standard
deviation (SD = 0.84) was insist on fairness as core value, associated with Research
Question 5, mutualism as the final arbiter. The highest average mean score (M = 5.83)
with a small standard deviation (SD = 0.51) were associated with Research Question 1,
make diversity a priority, and Research Question 4, personal responsibility as a core
value. Research Question 1, make diversity a priority, and Research Question 6, creating
a culture of inclusiveness, had the greatest number (three) of strategies identified in this
grouping while Research Question 2, getting to know people and their differences, and
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Research Question 5, establish mutualism as the final arbiter, had the lowest number of
strategies (two) in this grouping. Figure 9 provides a visual representation of the
clustering of the 12 strategies identified in this grouping. Of particular note are the
following three strategies that had the greatest standard deviation: (a) Research Question
5, Strategy 2, which received the lowest average mean score (M = 5.33) and a high
standard deviation (SD = 0.84); (b) Research Question 2, Strategy 4, receiving an average
mean score (M = 5.67) with the greatest standard deviation (SD = 0.97) of the group; and
(c) Research Question 3, Strategy 5, which received an average mean score (M = 5.67)
and a low standard deviation (SD = 0.77).
Table 14
12 Strategies Ranked Lowest by Average Score and Standard Deviation
RQ

Strategy
no.

1

5

4

Description

Avg.

SD

Provide opportunities for people to develop new
skills

5.83

0.51

3

The importance of diversity is shown in
organizational hiring practices

5.83

0.51

6

10

Hold others accountable for inclusion

5.78

0.43

1

1

Model diversity as an organizational priority

5.78

0.55

1

4

Provide coaching to develop talent within the
organization

5.72

0.57

3

5

Create a culture where people feel safe to share
controversial ideas

5.67

0.77

2

4

Encourage open dialog about controversial issues

5.67

0.97

3

4

Share honestly what is going on when the chips
are down

5.61

0.61

6

1

Promote policies that ensure cultural participation

5.61

0.61

4

4

Willing to take personal risks to see that others are
valued

5.61

0.70

6

5

Collect regular employee feedback

5.50

0.62

5

2

Insist on fairness as core value

5.33

0.84
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Twelve Strategies with Lowest Average Score

1.20

1.00

Standard Deviation

RQ2-4

0.80

RQ5-2
RQ3-5
RQ4-4
RQ3-4
RQ6-1

RQ6-5

0.60

RQ1-4

RQ1-1
RQ6-10

0.40

RQ4-3
RQ1-5

0.20

Average Score

0.00
5.30

5.40

5.50

5.60

5.70

5.80

5.90

Figure 9. Scatter plot of the 12 strategies ranked lowest by average score and standard deviation.

Qualitative Data Results
In accordance with the mixed-methods design of the research project, qualitative
interviews were conducted in order to provide context to the quantitative survey data and
further expand upon the strategies that exemplary elementary dual immersion principals
use in order to create an organizational culture of inclusiveness, in accordance with
Kennedy’s (2008) five leadership qualities of cultural differences.
The researcher, in conjunction with peer researchers participating in the thematic
research project, led by Brandman faculty, designed and developed an interview guide
(Appendix H) to ensure consistency when conducting qualitative interviews. The
interview guide provided the researcher with an interview script and 12 interview
questions. The interview questions were organized into six categories, one category for
each of the six research questions, which mirrored the sections contained in the
quantitative Culturally Inclusive Leadership survey. Two semistructured interview
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questions were developed within each category with an additional question designed to
probe the participants in order to gain a deeper understanding of their lived experience
and/or to solicit examples in support of their narrative response. Each interview was
conducted using Zoom, an online meeting platform, and was recorded and transcribed to
ensure accuracy. The interview began with an introduction and an overview of the
research study to establish trust and build rapport between the researcher and the
participant. Next, the participants were asked to provide a verbal response to indicate
their receipt of Brandman’s Bill of Rights and informed consent. Finally, each interview
participant was asked the 12 predetermined interview questions, in order, according to the
interview guide.
The qualitative data were analyzed by the researcher utilizing NVivo, a qualitative
data analysis software program. Prior to uploading the interview transcripts into NVivo,
the researcher organized the participant’s responses according to the research questions
and reviewed each transcript multiple times to identify data segments, which gave rise to
a preliminary list of themes dictated by the data. The researcher reviewed the
preliminary themes, combining similar themes or deleting duplicate themes as necessary.
After creating an exhaustive list of identified themes, the researcher analyzed each theme
in relation to the six research questions to distinguish those themes that directly answered
the research questions. The researcher then uploaded the transcripts to NVivo, input the
themes that directly answered the research questions, and coded each interview data
according to the identified themes. Once the interview data were fully coded, the
researcher analyzed the results according to the number of respondents and the frequency
count for each identified theme. To extrapolate those strategies identified by the greatest
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number of participants from the rest of the data, the researcher considered only those
themes identified by three (60%) or more participants. Table 15 provides a summary of
the number of themes identified, having met the threshold, and the associated frequency
count for each theme.
Table 15
Themes and Frequency by Research Question
Research
Question

Description

Theme

Frequency

1

Making diversity a priority

5

74

2

Getting to know people and their differences

4

70

3

Enabling rich communication

5

76

4

Making personal responsibility a core value

4

78

5

Establishing mutualism as the final arbiter

5

88

6

Advantages of creating an organizational culture of
inclusiveness

4

76

According to the summary data provided in Table 15, five themes were identified
in Research Questions 1, 3, and 5. The greatest number of themes and frequencies (88)
occurred in Research Question 5, establishing mutualism as the final arbiter. Four
themes were present in Research Questions 2, 4, and 6 with the least number of
frequencies (70) occurring in Research Question 2, getting to know people and their
differences. In considering the frequency count, the relatively small range (70–88)
between frequencies and across themes and research questions indicates a strong
similarity in the importance of the themes as responded by the participants. The
following data are organized first by research question and then by theme within each
research question. For each theme, the researcher discusses the strategies shared by the
participants and expands upon those strategies that have the highest recurrence among
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participants. Finally, relevant quotes were selected from the participant interviews and
included to support the strategy and/or theme under discussion.
Research Question 1: What Strategies Do Exemplary Elementary Dual Immersion
Principals Use to Make Diversity a Priority?
Diversity as an organizational priority is an intentional action to embrace
individuals’ unique differences, perspectives, and talents as an identifier for
organizational success (Kennedy, 2008; Winters, 2015).
During the interview process, participant responses led to the emergence of five
themes related to the first research question (Table 16). The theme with the greatest
number of respondents (five) and the highest frequency (27) was engage in inclusive
practices. The theme with the lowest number of respondents (three) and the lowest
number of frequencies (eight) was engage in diverse hiring practices.
Table 16
Diversity as a Priority
Respondenta

Theme

a

Frequency

Engage in inclusive practices

5

27

Model diversity

4

12

Engage in diverse hiring practices

3

8

Engage in parent and community outreach

3

12

Professional development

3

15

N = 5.

Engage in inclusive practices. All five interview participants (100%) identified
the importance of engaging in inclusive practices with an overall frequency of 27.
Participants 1, 2, and 4, each made six references to engaging in inclusive practices,
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Participant 3 made four references, and Participant 5 made five references. The
exemplary elementary dual immersion principals interviewed identified five strategies to
engage in inclusive practices: (a) including all staff members; (b) celebrating cultural
diversity through events held on campus; (c) establishing intentional, inclusive practices
for SPED students and SPED educators on campus; (d) ensuring the minority language
(Spanish) holds equal cultural weight; and (e) ensuring inclusive communication
practices.
Among these five strategies, participants expressed the importance of utilizing
inclusive practices for all students on campus, especially those who might not normally
fall under the purview of the principal, such as special education students. Participant 3
stated, “We have a lot of special ed kids or high needs students physically on our
campus.” Participant 3 went on to say, “There’s a lot of mainstreaming that goes on with
those students in terms of their inclusion and then as far as our DLI students and just the
fact that everyone is treated with respect and dignity.” Moreover, the participants
extended the idea of inclusive practices to include all staff members in both decisionmaking and in ensuring they feel part of the culture of the school. Participant 1 stated,
“Needs to be something that includes a good portion of the staff, the leadership team,
especially, but then other staff members.” Participant 5 said,
Our instructional assistants that work in special education classrooms, and we
have some that work in our dual language program as well, tend to feel excluded
or not part of the staff or the culture of the school because they’re only here part
time or maybe because they’re not teachers yet because many of them are
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working towards that. We want to make sure our inclusive practices include
everybody.
It is important to note that when discussing the importance of including all staff
members, Participant 1 referred to the need for inclusive practices of a dual immersion
campus in alignment with Marzano’s (2005) second-order change. Participant 1 stated,
“I’m a huge believer in shared leadership and so any decision, it’s going to be, you know,
one of those second order Marzano would describe as second-order change.” This
directly aligned with the literature as Rocque et al. (2016) found that the leadership of
dual immersion schools akin to second-order change and subject to Marzano et al’s
(2005) seven responsibilities of leadership.
Model diversity. Four interview participants (80%) identified the importance of
modeling diversity with an overall frequency of 12. Participant 2 made five references to
modeling diversity, Participants 1 and 4 made three references, and Participant 5 made
one reference. The exemplary elementary dual immersion principals interviewed
identified four strategies to model diversity, including (a) modeling diversity as a priority
and directly addressing situations that are contrary to that culture, (b) modeling the use of
both languages on campus, (c) promoting district ideology that diversity is viewed as an
asset, and (d) encouraging and supporting diverse ideas and opinions actively.
Participants 3 and 4 each discussed the benefits and importance of having a district (or
overall organizational culture), which establishes diversity as a priority. Participant 3
stated,
A lot of that comes from the top. I mean, there’s acknowledgement that diversity
is an asset. It’s not a deficit. The language, context, and the framing for all the
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work with our students, within the demographic and in the context of DLA,
comes from this perspective. And so what I do, then, as a leader is to take those
models from the district and live that framework.
Participant 4 spoke about the higher organization’s commitment to diversity as a
priority through its use of professional development events and beginning of the year
kick-off events and the fact that those values are reinforced through their communication
practices. Participant 4 stated, “And so all of just the different layers reinforced the same
values from the top to the bottom. It has a lot of integrity and consistency with the
commitment to that culture.”
Engage in diverse hiring practices. Three interview participants (60%)
identified the importance of engaging in diverse hiring practices with an overall
frequency of eight. Participant 1 made four references to engaging in diverse hiring
practices, Participant 4 made three references, and Participant 2 made one reference. The
exemplary elementary dual immersion principals interviewed identified three factors
when considering diverse hiring practices: (a) employ educators whose ethnic and
cultural backgrounds are representative of the students they teach, (b) seek a diverse
background of teachers within the target language (Spanish), and (c) reflect the
community. Participants 1 and 4 discussed the importance of having a staff who is
reflective of the student body and community at large. Participant 1 stated, “I want my
students to see themselves in the leaders, in the educators on campus,” and argued, “I do
make a concerted effort in the interviewing and hiring process to make sure that it’s a
very inclusive process and to make sure that it’s one that encourages diversity and
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equity.” Additionally, Participant 2 discussed the importance of having a staff who is
reflective of the diverse regions of the world and those whose native language is Spanish.
According to Howard et al. (2018), it is incumbent upon dual immersion
principals to hire and cultivate staff who, among other things, demonstrate an extensive
working knowledge of not only the language being taught but also the culture being
taught. This supports the argument made by Participant 2 who explained, “We want to
make sure that they [students] are experiencing teachers that are from a diverse
background. So, all of our Spanish teachers are from different regions and have that, you
know, different perspective.”
Engage in parent and community outreach. Three interview participants
(60%) identified the importance of engaging in parent and community outreach with an
overall frequency of 12. Participant 4 made seven references to engaging in parent and
community outreach, Participant 2 made four references, and Participant 3 made one
reference. The exemplary elementary dual immersion principals interviewed identified
the importance of engaging in parent and community outreach programs in order to
support diverse groups of students and demonstrate that diversity is a priority. They
identified the following strategies: (a) soliciting students from a variety of geographic
areas; (b) holding parent and community outreach events on campus to increase
engagement and provide support; and (c) providing opportunities, both formal and
informal, for parents and community members to have a voice. Participant 2 spoke
directly about the issue of declining enrollment across Orange County and the importance
of pulling from a wide geographical area. Participants 3 and 4 spoke about the
importance of engaging in strategies that increase parent and community engagement on
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campus. Participant 4 discussed the need of having both formal (school-site council and
English Learner Advisory Committee meetings) and informal (parent clubs) opportunities
as well as partnering with community organizations to provide educational and
counseling opportunities for parents. Participant 4 stated that “connecting with not only
within our community, but also partnering with outside organizations,” adding, “It needs
to be comprehensive, the definition of community.”
Professional development. Three interview participants (60%) identified the
importance of professional development with an overall frequency of 12. Participant 1
made seven references to professional development, Participant 4 made six references,
and Participant 5 made two references. Participant 1 and 4 spoke directly about the need
for explicit training on cultural diversity. Participant 1 articulated the need for such
training as “it’s really, really important because we do have unknown and unintended
biases and we need to address those.” Participant 1 shared that cultural proficiency
training starts with the principal, which is then brought to the leadership team and
dispersed to the entire staff. Both Participants 1 and 4 discussed the importance of
interacting with literature on the subject as part of professional development whether it is
through reading and discussing scholarly articles (Participant 1) or book studies
(Participant 4).
Research Question 2: What Strategies Do Exemplary Elementary Dual Immersion
Principals Use to Get to Know People and Their Differences?
Knowing people and their differences is intentionally developing deep
knowledge, expertise, and empathy about diversity through curiosity, experiences, and
daily practice (Hesselbein & Goldsmith 2009; Kennedy, 2008; Travis et al., 2019).
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During the interview process, participant responses led to the emergence of four
themes related to Research Question 2 (Table 17). The theme with the greatest number
of respondents (five) and the highest frequency (23) was engage in servant leadership.
The theme with the lowest number of respondents (three) and the lowest number of
frequencies (13) was engage in mindfulness.
Table 17
Get to Know People and Their Differences
Respondenta

Frequency

Engage in servant leadership
Engage in personal conversations

5
5

23
16

Identify biases
Engage in mindfulness

4
3

18
13

Theme

a

N = 5.

Engage in servant leadership. All five interview participants (100%) identified
the importance of engaging in practices of servant leadership with an overall frequency of
23. Participant 1 made eight references to the practices associated with servant
leadership, Participant 4 made six references, Participant 5 made three references, and
Participant 3 made one reference. Interview data identified servant leadership practices
with regard to two categories: (a) staff and (b) students and families. Participant 1
discussed the importance of working alongside staff members to get to know them and
that it “builds collegiality, and that trust amongst the teachers and the administrator.”
Participants 1 and 2 discussed the importance of vulnerability, being transparent,
reflective, and willing to admit mistakes. Participants 4 and 5 both articulated the
importance of not making assumptions about staff, students, or family. In fact,
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Participant 4 argued, “In staffing, I do want to double check to see where my
responsibility is in supporting that staff member. Am I missing something?” In
considering students and families, Participant 5 said, “Get to know your families, get to
know your students, get to know what their needs are. Don’t make assumptions.”
Engage in personal conversations. All five interview participants (100%)
identified the importance of engaging in personal conversations with an overall frequency
of 16. Participant 1 made five references to engaging in personal conversations,
Participants 4 and 5 made four references, Participant 3 made two references, and
Participant 2 made one reference. The participants identified the following three
strategies for engaging in personal conversations to get to know people and their
differences: (a) engage in courageous conversations, (b) ask questions, and (c) conduct
regular check-ins. Participants 1, 2, 3, and 5 all discussed the need for courageous
conversations. They argued that in order to get to know people and their differences, it is
sometimes necessary to have difficult conversations in order to gain a greater
understanding of their perspective, culture, or history. Participant 3 shared,
It can be something that comes up within the context of a staff meeting or a
discussion and the implicit bias that may come from an adult who is looking at
things from a different perspective and just having those courageous
conversations about understanding, acceptance, and empathy not sympathy. Just
another historical context, trying to explain that journey to our non-bilingual, nonLatino ethnic teacher group and just having those conversations and
understanding.
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Participant 5 discussed the benefit of asking questions in getting to know parents
and families and said the following:
Talk to the parent, find out what’s a way I could give more support. When you
have those conversations with your families, they feel like you really care about
them. They are going to start talking to you about other things that might give
you insight as to why it is that way and that’s going to help you learn about their
diverse needs, the diversity of that family, or that student.
Identify biases. Four interview participants (80%) identified the importance of
identifying biases with an overall frequency of 18. Participant 3 made seven references,
Participants 5 and 1 each made five references, and Participant 4 made one reference.
Participants identified the following three strategies with regard to identifying biases in
order to get to know people and their differences: (a) utilize intentional modeling,
(b) consider all students on campus when making decisions, and (c) do not make
assumptions. Participants 1 and 3 discussed the need to model inclusive practices.
Participant 3 stated, “We are very, very intentional about full inclusion.” Participant 3
went on to say, “I think in most cases it’s the accountability piece that comes with
intentional modeling of acceptance and the value of learning a second language and of
appreciating the diversity of a culture that comes with it.”
Engage in mindfulness. Three interview participants (60%) identified the
importance of engaging in personal reflection with an overall frequency of 13.
Participant 4 had nine references while Participants 5 and 2 had two references each.
Participants discussed engaging in mindful practices in order to get to know people and
their differences. They identified the following two strategies: (a) reflection and
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(b) considering diverse perspectives. Participants 2 and 4 discussed the importance of
their own reflection as well as that of their staff when getting to know people and their
differences. With regards to their own reflection as a leader, Participant 4 stated, “I
personally have a practice of mindfulness and reflection and checking in on what, you
know, being aware of where I’m going or what’s behind a decision.” Moreover,
Participant 4 said,
Whatever those decisions are, I’m engaging in this practice of reflection and
trying to see, is there something I’m missing? Is there something I’m assuming,
and then also being aware of my particular blind spots, like sometimes you know,
I’ll assume what I think somebody needs or wants and then not always check in
enough.
Participant 2 shared, “I am constantly reflecting. This is what went well. This is
what I’m going to change because this is what didn’t go well.” Participant 2 encouraged
reflection among the staff by asking them, “What are you going to keep doing? What are
you going to start doing? What are you going to stop doing?”
Research Question 3: What Strategies Do Exemplary Elementary Dual Immersion
Principals Use to Enable Rich Communication?
Rich communication is the transfer of information with the intent to understand
meaning and broaden one’s perspective, resulting in a personal connection between
individuals (Armengol et al 2017; Daft & Lengel 1986; Jensen et al., 2018; Kennedy
2008).
During the interview process, participant responses led to the emergence of five
themes related to Research Question 3 (Table 18). Two themes, build relationships and
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engage in inclusive practices, each had five respondents while engage in inclusive
practices yielded the greatest number of frequencies (32). The remaining three themes
had three respondents each with establish open-door policy receiving the lowest number
of frequencies (six).
Table 18
Enable Rich Communication
Respondenta

Frequency

Build relationships
Engage in inclusive practices

5
5

24
32

Communicate consistently
Establish open-door policy
Facilitate active communication

3
3
3

7
6
7

Theme

a

N = 5.

Build relationships. All five interview participants (100%) identified the
importance of building relationships with an overall frequency of 24. Participants 1 and
2 each had seven references, Participant 5 had five references, Participant 3 had three
references, and Participant 4 had two references. Exemplary elementary dual immersion
principals identified the following three strategies to build relationships in order to enable
rich communication: (a) have face-to-face communication, (b) get to know people on a
personal level, and (c) be visible. Participants 2 and 4 discussed the importance of
getting to know people on a personal level to build strong relationships. Participant 2
stated, “You have to establish a trusting relationship, but then also that relationship that
says, I take the time to get to know you.” In further support, Participant 4 said, “It’s
being respectful, it’s listening, being authentic.”
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Engage in inclusive practices. All five interview participants (100%) identified
the importance of engaging in inclusive practices with an overall frequency of 32.
Participant 1 had 14 responses, Participant 4 had 10 responses, Participant 3 had six
responses, and Participants 2 and 5 had one response each. The participants identified the
following two strategies to engage in inclusive practices in order to enable rich
communication: (a) use multimodal methods of communication and (b) utilize bilingual
communication. Participants 1, 2, 4, and 5 spoke of the importance of multimodal
communication. Participant 1 stated, “I want to make sure that there are multiple
modalities of communication going out. It’s hard to communicate to the whole
community. Make sure you’re reaching everyone.”
The participants described two categories of communication, one for staff (oncampus communication) and one for parents and the community. They articulated that it
was essential to use a variety of communication methods in order to be inclusive and
enable rich communication. For on-campus communication, they identified the
following methods: (a) weekly staff meetings, (b) Google-shared documents, (c) Google
Meet, (d) Google Hangout, (e) walk-in to their office, (f) phone calls, and (g) e-mails.
For communication to families and community members, the following modes of
communication were identified: (a) e-mails, (b) phone calls, (c) school messenger,
(d) Class Dojo (a bilingual phone application), and (e) monthly newsletters. In addition
to using multiple modes of communication, Participants 1, 2, and 3 spoke of the
importance of utilizing bilingual communication, not only to ensure understanding for
native speakers of the target language (Spanish) but also to promote equity in both
languages. Participant 3 stated, “Everything and anything is translated, and it’s equally
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translated. It’s not a smaller font or at the bottom of the page; we do our best to present
both languages equally, whether it be formally or informally.” To facilitate bilingual
communication, even for English-only staff members, Participant 1 shared, “I asked the
district to add [purchase] Rosetta Stone for all of the teachers on campus. Every single
one of my teachers has Rosetta Stone so they can learn Spanish if they want.” Participant
1 went on to say, “Now they have the opportunity in their own home with their own kids
if they want to use their Rosetta Stone license to learn Spanish . . . that brought the
campus together.”
Communicate consistently. Three interview participants (60%) identified the
importance of communicating consistently with an overall frequency of seven.
Participant 4 had three responses while Participants 2 and 5 each had two responses.
Exemplary elementary dual immersion principals discussed setting clear expectations
with regard to communication and “sticking” to them. Participants 2 and 4 discussed the
need to send regular communication such as weekly e-mails and monthly newsletters.
Participant 1 stated, “I think the first thing is just being really consistent.” Participant 5
spoke about the danger of not communicating consistently. Participant 5 argued, “When
people don’t have all the information, they’re going to fill in the gaps; however it makes
sense in their mind, so the communication needs to be constant.”
Establish open-door policy. Three interview participants (60%) identified the
importance of establishing an open-door policy with an overall frequency of six.
Participant 2 had three responses, Participant 5 had two responses, and Participant 4 had
one response. Participant 2 spoke of having an open-door policy as a method to enable
rich communication and combat the prior administrator’s closed-door policy.
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Participant 4 discussed inviting the superintendent to a staff meeting as part of her opendoor policy to allow staff members to express their concerns and fears over the COVID19 pandemic. Participant 5 shared that the open-door policy includes conversations with
staff while walking around campus. Participant 5 described the importance of an opendoor policy by saying, “It’s really just staying true to your word that you’re committed to
your staff and to being available.”
Facilitate active communication. Three interview participants (60%) identified
the importance of facilitating active communication with an overall frequency of seven.
Participant 2 had three responses while Participants 4 and 5 had two responses each.
Participants discussed the facilitation of active communication, both personal and
professional, in order to enable rich communication and identified the following five
strategies: (a) send surveys, (b) hold competitions, (c) create shared-Google document
soliciting input or questions, (d) use restorative circles to build community, and
(e) provide exit ticket to demonstrate understanding. Participants discussed the
importance of active communication in engaging staff members and building
relationships, all of which lead to rich communication. Participant 5 discussed the
importance of this when stating, “Find a way to not just talk at them but having them
engage in conversation or some kind of activity where they’re showing you that they’re
understanding what you’re saying.”
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Research Question 4: What Strategies Do Exemplary Elementary Dual Immersion
Principals Use to Make Personal Responsibility a Core Value?
Personal responsibility as a core value is the leaders’ conscious ownership of their
actions and the impact on others (Kennedy, 2008; Molenmaker et al., 2016; Tausen et al.,
2018).
During the interview process, participant responses led to the emergence of four
themes related to Research Question 4 (Table 19). The following three themes had four
respondents: (a) communicate, (b) cultivate relationships, and (c) understand diverse
perspectives. The theme with the highest number of frequencies (23) was cultivate
relationships. The theme with the lowest number of respondents (three) and the lowest
number of frequencies (14) was promotes servant leadership.
Table 19
Personal Responsibility as a Core Value
Respondenta

Frequency

Communicate
Cultivate relationships
Understand diverse perspectives

4
4
4

20
23
21

Promote servant leadership

3

14

Theme

a

N = 5.

Communicate. Four interview participants (80%) identified a theme of
communication with an overall frequency of 20. Participant 1 responded seven times,
Participant 2 responded six times, and Participant 5 responded four times. Participants
identified the following three strategies with regard to communication in order to make
personal responsibility a core value: (a) having personal, one-on-one conversations;
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(b) learning others’ communication style and adapting; and (c) asking questions.
Participants 1 and 5 discussed the importance of having one-on-one conversations.
Participant 1 said, “So again, the one-on-one conversations are huge for me. Those are
just conversations that people have to feel comfortable with you, to talk to you about that
kind of stuff.” Participant 5 shared that she meets personally with each member of her
teaching staff at the beginning of the year to set goals: “That is just a huge opportunity
that I definitely don’t pass on. Every year I make sure that even though I have two vice
principals, I have those conversations with them at the beginning of the year.” In
addition, Participant 5 discussed the importance of allowing the teachers to identify what
they want to accomplish for the year as a strategy to make personal responsibility a core
value. She explained that she asks her staff, “What do you really want to accomplish as a
teacher this year?” She went on to add,
Having those conversations that you know, sometimes turn into really almost life
altering experiences for them, especially if they haven’t worked before. For
somebody who wants to take every year as a clean slate and what can we do better
or different this year?
Participant 2 discussed the importance of learning how others communicate and
being willing to adapt. Participant 2 said, “Sometimes, the way that people communicate
is different than the way that you communicate and I think as a leader, you have to be
like a chameleon in that you can communicate in many different ways.” Participant 2
went on to say, “You know, just learning different people’s communication style, which,
a lot of times, tells us a lot about their culture.”
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Cultivate relationships. Four interview participants (80%) identified a theme of
cultivate relationships with an overall frequency of 23. Participant 1 responded nine
times, Participants 3 and 4 responded five times, and Participant 5 responded four times.
Participants identified “getting to know them personally” as the most important strategy
with regard to cultivating relationships in order to make personal responsibility a core
value. Participants 1, 4, and 5 all spoke about the importance of establishing personal
relationships with staff members. They discussed the importance of taking the time to
learn the names of everyone on campus and getting to know something about them
personally. Participant 1 said, “I knew I needed to make a point to know my teachers and
know their names and their stories.” Participant 4 stated, “I make it a point to get to
know everyone’s name, to know their family members, even our custodian.” Participant
4 went on to share that the custodian said, “Oh, you know, I just feel so part of this group
and part of our, you know, just as important.” Participant 5 shared, “You just start to get
to know people and a little bit more of who they are as a person and then you can kind of
build upon that.” Participant 5 went on to say,
It builds upon itself when you’re really, really invested in your people and you
can build on it over time, and the more people start to learn about each other and
who they are and what they believe in, it starts to become more of a whole
community.
Understand diverse perspectives. Four interview participants (80%) identified
the theme of understanding diverse perspectives with an overall frequency of 21.
Participant 4 responded eight times, Participant 1 responded seven times, Participant 3
responded five times, and Participant 2 responded once. All four participants identified
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understanding diverse perspectives as essential in order to make personal responsibility a
core value. This theme is directly related to the literature, as according to Thomas
(2006), to become culturally intelligent, one must be mindful of both the existence of
other cultures and the differences among them. Participant 1 and 3 shared experiences of
working with African American colleagues who have been subjected to discrimination or
discriminatory practices. As an example, Participant 1 shared a story of an African
American colleague’s experiences of discrimination by the police. Participant 1 shared
that his colleague’s experiences caused him to reflect and evaluate the privileges he
receives as a White male and how those privileges have colored the lens through which
he has viewed the experiences of others and his expectations of them. He said,
And so it really made me open my eyes to that type of thing, and so I am more
culturally responsive to people on my campus because of it. When someone says,
you know, this happened to me whether it’s you know, racially based or not. I
now have in the back of my mind a thought like, huh, would that have happened
to me? Would that have happened to my wife based on the color of my skin or
my ability to speak English fluently, based on my ability to have an education,
higher education. It helps me pause and think before I respond, and I think that’s
powerful.
Participant 4 also discussed the importance of understanding cultural influence
when seeking to understand diverse perspectives, but she added that it’s not simply about
culture. She argued that individuals and their personal experiences are an essential factor
in understanding diverse perspectives. She said,
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I can assume that there’s a cultural influence, but it really, it comes down to, you
have to know a little bit about that but really just know, what’s the individual
circumstances behind each story or each person because it’s multilayered. It’s
how that cultural influence may be impacting the person.
Promote servant leadership. Three interview participants (60%) identified the
theme of promoting servant leadership with an overall frequency of 14. Participant 3
responded six times while Participants 4 and 5 responded four times. All three
participants spoke about the importance of promoting servant leadership through
(a) modeling social emotional competencies (Participant 3) and (b) identifying and
meeting the needs of their staff members (Participants 4 and 5). Participant 5 discussed
the importance of investing in staff members and said,
Showing them that you’re invested in them, in their job, in what they do and that
you want to hear from them on what can make us better, what works, what
doesn’t work, you know, what are you struggling with? How can I support?
Where do you want to go next professionally? What do you need above and
beyond the job experiences you’re getting in the classroom?
Participant 5 summarized by saying,
Show your people that you’re invested in them. And then, in turn, they become
more invested in their kids and what they’re doing in the classroom. I think it all
comes from really focusing on the people perspective and how you treat your
people. I think it directly ties into teaching and leading within diversity.
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Research Question 5: What Strategies Do Exemplary Elementary Dual Immersion
Principals Use to Establish Mutualism as the Final Arbiter?
Mutualism as the final arbiter is when everyone benefits and no one is harmed by
the decisions and actions within the team or organization (Kennedy, 2008). Mutualism
establishes trust in organizations through a deep sense of shared purpose, a thoughtful
inspection of each member’s ideas and interests, and an interdependence when
performing roles and responsibilities (Harvey & Drolet, 2006; Mishra, 1996; Rau, 2005).
During the interview process, participant responses led to the emergence of five
themes related to Research Question 5 (Table 20). The following two themes each had
five respondents: (a) build relationships and (b) develop a community culture. The
following three themes each had four respondents: (a) engage in shared leadership,
(b) hear all voices, and (c) be proactive. The theme with the highest frequencies (27) was
hear all voices. The theme with the lowest number of frequencies (nine) was be
proactive.
Table 20
Establish Mutualism as the Final Arbiter
Respondenta

Frequency

Build relationships

5

14

Develop a community culture
Engage in shared leadership

5
4

22
16

Hear all voices
Be proactive

4
4

27
9

Theme

a

N = 5.

Build relationships. All five interview participants (100%) identified the theme
of building relationships with an overall frequency of 14. Participants 1 and 4 each
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responded four times, Participant 2 responded three times, Participant 5 responded two
times, and Participant 3 responded once. All three participants discussed the importance
of building relationships with regard to establishing mutualism as the final arbiter.
Participant 1 articulated the importance of relationship building in order to illustrate that
“everyone has value, that there’s no one who feels lost, out of place, or feels that they
can’t be their authentic self.” Participant 1 went on to share an example of how
relationship building allowed the entire staff to participate in making an important
decision on campus. Participant 1 cautioned, “If that was the first time I tried to make a
difficult decision without having a relationship, it would have blown up in my face.”
Develop a community culture. All five interview participants (100%) identified
the theme of developing a community culture with an overall frequency of 22.
Participant 4 responded eight times, Participant 5 responded seven times, Participant 3
responded four times, Participant 1 responded two times, and Participant 2 responded
once. All five participants discussed the important role a culture of community plays in
establishing mutualism as the final arbiter. Participants 1, 2, and 4 all discussed the idea
that safety and security must take precedence. According to Participant 4,
From a practical standpoint, having a culture of inclusion and safety, that values
diverse ideas and diverse representations, actually produces better results as an
organization, better innovations, better solutions. Also, when people feel included
and feel valued for who they are and what they bring, then I think their individual
contributions are better.
When talking about the importance of a culture of community with respect to
decision-making, Participant 3 said, “They were valued, that they were noticed, that they
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had the opportunity to share their thoughts and the feelings they had.” Participant 3 went
on to add “that all means all.”
Engage in shared leadership. Four interview participants (80%) identified the
theme of engaging in shared leadership with an overall frequency of 16. Participant 1
had six responses, Participant 4 had five responses, Participant 2 had four responses, and
Participant 5 had one response. When considering shared leadership with regard to
mutualism as the final arbiter, three of the four participants (1, 2, and 5) discussed the
importance of consensus making and team decisions. When discussing an important
decision recently made on campus with regard to instructional time during distance
learning, Participant 1 talked about the processes he used to establish mutualism as the
final arbiter and was careful to distinguish consensus making over majority rule. He
described them as,
I don’t think I like majority rules too much because then it could leave a big group
of people feeling, you know, disenfranchised, but consensus making is more like I
don’t necessarily like it but I can live with it. I do look for consensus building but
under the umbrella of shared leadership.
When discussing shared leadership, Participant 2 said,
I think as far as site decisions, we try to make them as a team. You know, I have
a lot of different committees and they all want to be heard, but when it comes to
the final decision, they are respectful and honor the decisions that are made.
In contrast, Participant 4 shared that while she has used shared leadership in the
past, she believed that this style of leadership, in light of the global pandemic, could be
“destabilizing” as “some people feel like there’s no one in charge. There’s no one
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making the final decision.” She went on to explain the enormous responsibility she feels
with regard to the safety of students and staff in light of COVID-19 and whether to
engage in on-campus or distance learning and shared, “I mean, it’s just a terrible thing to
have that on my conscience. I care about the teachers. I don’t want anything to happen
to anyone.” She shared that she struggled with balancing the weight of staff and student
safety with the threat of a widening learning gap related to distance learning. Given the
enormity of the decision, she argued that she could not use shared leadership: “I have the
burden to make the decision. I’m the one who has to make it. So, it can’t be just
complete consensus. It has to be that I take in everyone’s guidance and feedback and
concerns.”
Hear all voices. Four interview participants (80%) identified the theme of
hearing all voices with an overall frequency of 27. Participant 1 had 11 responses,
Participant 4 had eight responses, and Participants 2 and 4 had four responses each. All
four participants discussed the importance of hearing all voices when establishing
mutualism as the final arbiter. The exemplary elementary dual immersion principals
identified the following strategies when seeking input from all: (a) engage in personal
conversations, (b) use surveys, (c) use the leadership team to gather input, and (d) seek all
stakeholder input. Participants 1, 4, and 5 discussed the importance of actively soliciting
the input of all staff members, especially those who may be reluctant to speak up.
Participant 1 discussed delaying decision-making until after the meeting in order to have
face-to-face conversations with those staff members who did not feel comfortable
speaking up during the meeting. Participant 1 said,
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So after the meeting, I will always go to them and just say, hey so and so, tell me
what you think. And they’ll open right up about it. And so there are those
teachers that I go to because I know that they are going to kind of sit quiet.
Participant 5 also discussed the need to meet with particular staff members who
may not speak up during a meeting. Participant 5 shared, “You’re always going to have
one or two, depending on the size of your staff. And so really, then it just kind of comes
down to those conversations. Those one-on-one conversation opportunities.”
Participant 5 shared what might be said during such a conversation: “You still seem to be
hesitant about this. Tell me why it is something you’re not ready to commit to. Is there
more information I can give you?
Be proactive. Four interview participants (80%) identified the theme of being
proactive with an overall frequency of nine. Participant 1 had five responses, Participant
4 had two responses, and Participants 3 and 5 had one response each. All four
participants articulated the importance of being proactive when establishing mutualism as
the final arbiter. Participants 1, 4, and 5 discussed that planning ahead provides the time
needed to engage stakeholders and ensure there is enough time to fully implement a
shared decision-making process and to avoid having to engage in reactionary decisionmaking. Participant 1 said, “It’s so important to give yourself time when you know
something is coming down.” Participant 4 stated, “I try to stay as informed as possible.”
Participant 3 discussed the need for using the organization’s mission and vision as a
mechanism for being proactive. Participant 3 stated, “There should be some parameters
that I’ve communicated that we believe that are part of our mission and our vision that
determines in advance what we do. We should all know what we’re doing.”

143

Research Question 6: What Do Exemplary Elementary Dual Immersion Principals
Perceive as the Most Important Advantages of Creating an Organizational Culture
of Inclusiveness?
An organizational culture of inclusion is developed through the incorporation of
diverse individuals in an environment of mutual respect and acceptance, which
recognizes and values their unique contribution to the success of the organization (Azmat
et al., 2014; Kennedy, 2008; Mak et al., 2014; Tawagi & Mak, 2015).
During the interview process, participant responses led to the emergence of four
themes related to Research Question 6 (Table 21). Unification and acceptance had the
greatest number of respondents (five) and the highest number of frequencies (31). Two
themes had four respondents each, build personal connections and create a culture of
respect and understanding, while celebrate differences had three respondents. Finally,
build personal connections had the lowest number of frequencies (12).
Table 21
Creating an Organizational Culture of Inclusiveness
Respondenta

Frequency

Unification and acceptance
Build personal connections
Create a culture of respect and understanding

5
4
4

31
12
18

Celebrate differences

3

15

Theme

a

N = 5.

Unification and acceptance. All five interview participants (100%) identified
the theme of unification and acceptance with an overall frequency of 31. Participant 1
had 12 references, Participant 5 had eight references, Participant 2 had five references,
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and Participants 3 and 4 had three references each. All five participants discussed
unification and acceptance as an important advantage of creating an organizational
culture of inclusiveness. Participants 1, 4, and 5 discussed the importance of the
intentional inclusion of all students and staff on campus. They argued this is especially
true for those students and staff who may reside on campus but are not necessarily under
the direct supervision of the principal, such as the special education students and staff,
preschool students and staff, and so forth. Participant 1 discussed that beyond including
the staff and students in campus-wide activities, Participant 1 established a practice of
providing materials for the special ed staff and students from the school’s budget (which
may or may not get reimbursed from the district office). Participant 1 argued that they
often felt disenfranchised from the rest of the campus and would “automatically feel like
a separate part of the campus because it’s not, they’re not part of the school budget.”
Participant 1 also explained that there is a moderate/severe disabilities (special education)
program and a preschool program at the school.
Participant 1 explained how important it is to visit with these students and staff
“at least a couple times a week” and “get on the floor and play with the kids and get to
know their names.” Participant 1 argued, “It does two things. One, it includes that
group, but it also shows my entire staff that we are one. Right, we’re inclusive of
everyone on this staff.” Participant 5 also discussed the need to be inclusive of all staff
and students on campus. Participant 5 discussed a buddy program that partners general
education teachers and students with special education teachers and students, resulting in
general education students seeking out their special education counterparts on the
playground and in the community. Principal 5 further shared a story about parents who
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reported that their special education child, who was at a neighborhood park playing
alone, was recognized by his general education buddy from school. The student asked
the parent if they could play together. Principal 5 stated, “That means everything.” In
addition, Principal 5 indicated that they established Buddy Benches on the playground at
school. Any child who does not have a friend to play with at recess sits on the bench
signaling others to come and ask that student to play. Principal 5 said,
Let’s look at the buddy off the bench, you know, and it just kind of builds that
culture and capacity within our students to be kind and caring and loving and that
we include everybody. And then, just also challenging, staff members to do the
same thing. That those inclusive practices are for everybody. It’s not just for
students. It’s not just for staff. It’s for everybody.
In contrast, Participant 2 candidly discussed the absence of unity when sharing
that as a new principal to the school, he discovered a dual immersion track and an
inclusion track. Participant 2 discussed that this model goes against inclusive practices
and the unification of students and staff. Participant 2 argued,
And that right there doesn’t sound very inclusive to me. So in the future, we
won’t have a dual immersion track and an inclusion track because we, you know,
need to work together. I have kind of begun to bridge that gap by having students
that are labeled as, you know, a student with disabilities. I have a student with
autism in the dual immersion classes, which before they were never allowed to be.
They had to go into that inclusion track of kids, which just blows my mind
because just by the definition of inclusion, you’re not doing what you’re supposed

146

to do. I think that in the future, really looking at this idea that all students belong
in immersion regardless.
Build personal connections. Four interview participants (80%) identified the
theme of building personal connections with an overall frequency of 12. Participant 2
had six references, Participant 3 had four references, and Participants 1 and 5 had one
reference each. Participants 1, 2, 3, and 5 discussed the advantage of developing personal
connections as an important advantage of creating an organizational culture of
inclusiveness. Participant 1 said, “This is huge, especially now it’s extremely important,
but even in pre-COVID-19 normal times it was really, really important to me that my
staff know that I care.” Participant 2 said, “If you understand where somebody’s coming
from, you can often understand where they’re going or where they’ve been.”
Participant 2 went on to discuss the importance of building trust through honest feedback
and vulnerability. With regard to building personal connections, Participant 3 shared,
Creating an opportunity, an environment and questions of inquiry, appreciative
inquiry that give students and staff the opportunity to share their thoughts, their
feelings, their identity, their wants and desires and that is part of our culture. We
want to know who you are. What’s important to you? If our students and our
staff are finding those opportunities to experience joy, then I think we’re doing
well.
Create a culture of respect and understanding. Four interview participants
(80%) identified the theme of creating a culture of respect and understanding with an
overall frequency of 18. Participant 4 had seven responses, Participant 2 had five
responses, Participant 5 had four responses, and Participant 3 had two responses.
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Participants 2, 3, 4, and 5 all identified creating a culture of respect and understanding as
an important advantage of creating an organizational culture of inclusiveness. The
participants identified respecting and understanding diverse qualities such as viewing the
strengths of students and staff as an asset, valuing all levels of language acquisition,
recognizing people for their strengths, and understanding the wide variety of ways people
can be diverse. Participant 2 stated,
Respect and culture are really the foundation to get people to the place that you
want to be. So as a leader I have to build that in order to get the staff and the
parents to really get to the place that we want to be.
Participant 2 discussed a student on campus who had a disability that was clearly
visible to other students, and under a different school culture, this student may not have
been accepted. Moreover, this disability severely limited the child’s ability to participate
in activities such as recess or even carry a backpack to and from class. However, because
of the culture of respect and understanding that had been cultivated on campus, a group
of students, without adult intervention, took it upon themselves to develop a schedule
whereby the students took turns and shifts to sit with the student during recess, assisting
with carrying materials and so forth. Participant 2 became emotional when she spoke of
the care and tenderness that the students took, under their own initiative, to ensure that
the student with the disability was never alone and felt as though they were part of the
school community.
Celebrate differences. Three interview participants (60%) identified the theme
of celebrating differences with an overall frequency of 15. Participant 4 had nine
responses, Participant 2 had five responses, and Participant 5 had one response.
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Participants 2, 4, and 5 discussed the advantage of celebrating differences as an important
advantage of creating an organizational culture of inclusiveness. All three participants
discussed the value in viewing differences from a place of strength. All three expressed
benefits not only to the students and staff but also to the community at large.
Participant 4 stated, “I think that’s just one of the most important factors . . . there has to
be that culture that recognizes something good in everyone, that everyone’s got a
strength.” In addition, Participant 4 argued,
I just think it helps our community, the larger community overall. If our students
and our families are experiencing inclusion or experiencing a place that
recognizes difference and allows people to be how they are, then that’s just one
more ripple that allows them, maybe that family, to be more accepting of
difference in their family or their community.
Participant 5 stated, “No matter who they are, where they come from, what they
have, whatever makes them diverse or unique, needs to be accepted and celebrated and
that they have the potential to be anything that they want to be.”
Data Summary
The purpose of this sequential explanatory mixed methods research study was to
identify and describe the leadership strategies that exemplary elementary dual immersion
principals in Orange and San Diego counties in Southern California use to create an
organizational culture of inclusiveness, according to Kennedy’s (2008) five leadership
qualities of cultural differences. In accordance with the mixed methods design of this
research study, the Culturally Inclusive Leadership survey, a quantitative instrument, was
administered to 18 exemplary elementary dual immersion principals to determine the
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extent to which the identified strategies reflected the principals’ culturally inclusive
leadership practices. Following the administration of the research survey, five
participants were identified and selected through the survey to participate in qualitative
semistructured interviews. Interview participants were asked 12 questions designed to
provide depth and context to the quantitative survey data, allowing the researcher to
further explore the strategies used by exemplary elementary dual immersion principals in
creating an organizational culture of inclusiveness.
The quantitative data revealed that overall, all 18 participants found the extent to
which the 40 strategies reflected their own culturally inclusive leadership practices was
exceptionally high, as the average overall score for each research question fell between
the two highest values of 6 (agree strongly) and 5 (agree moderately) with Research
Question 4, make personal responsibility a core value, receiving the highest average score
(92.22%) and Research Question 5, establish mutualism as the final arbiter, receiving the
lowest average score (78.78%). Table 20 identifies the average score for each research
question as well as the highest and lowest scoring strategies (the highest and lowest
percentage that agree strongly) within each research question. In the event that more than
one strategy received the highest score, each strategy receiving the highest score was
listed.
The qualitative data revealed that the greatest number of themes (five) and
frequencies (88) occurred in Research Question 5, establish mutualism as the final
arbiter. It is interesting to note that although Research Question 5 had the greatest
number of respondents and frequencies, none of the strategies associated with Research
Question 5 scored in the top 12 strategies (Appendix M). In contrast, Research
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Question 2, getting to know people and their differences, had the least number of themes
(four) and frequencies (70). Table 22 identifies the theme with the greatest number of
respondents and frequencies and the theme with the lowest number of respondents and
frequencies for each research question. Chapter V presents a summary of major findings,
unexpected findings, conclusions, implications for action, and recommendations for
further research.
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Table 22
Quantitative and Qualitative Data by Research Question
Research question

Quantitative analysis
Highest rated
strategy

Qualitative analysis
Lowest rated
strategy

Highest rated
frequency

Lowest rated
frequency
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M

SD

1. What strategies do
exemplary elementary dual
immersion principals use to
make diversity a priority?

5.84

0.44

Take personal responsibility for
inclusion of all people

Provide coaching
to develop talent
within the
organization

Engage in
inclusive
practices

Engage in
diverse hiring
practices

2. What strategies do
exemplary elementary dual
immersion principals use to
get to know people and their
differences?

5.87

0.50

1. Embrace interaction with others
from different cultures
2. Listen without judgement to
understand diverse cultures

Intervene when
intolerance is
present

Engage in
servant
leadership

Engage in
mindfulness

3. What strategies do
exemplary elementary dual
immersion principals use to
enable rich communication?

5.82

0.48

Remain accessible to others

Share honestly
what is going on
when the chips are
down

Engage in
inclusive
practices

Establish opendoor policy

4. What strategies do
exemplary elementary dual
immersion principals use to
make personal responsibility
a core value?

5.89

0.41

1. Promote organizational culture
that values inclusion
2. Take ownership of personal
behavior that supports respect of
others
3. Promote a culture where everyone
sees themselves as an important
part of the organization

Willing to take
personal risks to
see that others are
valued

Cultivate
relationships

Promote servant
leadership

(table continues)

Table 22 (continued)
Research question

Quantitative analysis
Highest rated
strategy

Qualitative analysis
Lowest rated
strategy

Highest rated
frequency

Lowest rated
frequency

153

M

SD

5. What strategies do
exemplary elementary dual
immersion principals use to
establish mutualism as the
final arbiter?

5.76

0.52

1. Encourage new ideas that benefit
all stakeholders
2. Lead with intentional
collaboration where no one is
placed at risk

Insist on fairness
as a core value

Develop a
community
culture

Be proactive

6. What do exemplary
elementary dual immersion
principals perceive as the
most important advantage of
creating an organizational
culture of inclusiveness?

5.82

0.44

Treat people with genuine regard
regardless of position

Collect regular
employee
feedback

Unification and
acceptance

Celebrate
differences

CHAPTER V: FINDINGS, CONCLUSIONS, AND RECOMMENDATIONS
Overview
This research study examined the strategies that exemplary elementary dual
immersion principals in Orange and San Diego counties in Southern California use to
create an organizational culture of inclusiveness according to Kennedy’s (2008) five
leadership qualities of cultural differences. This sequential explanatory mixed methods
research study utilized both quantitative survey data and qualitative semistructured
interviews, which were analyzed to identify the eight major findings, three unexpected
findings, six conclusions, seven implications, and six recommendations identified within
this chapter.
Chapter V begins with a restatement of the purpose statement, research questions,
methodology, and data collection methods identified by the group of peer researchers
involved in this thematic study. The chapter continues with a description of the
population, sample population, and demographic data specific to exemplary elementary
dual immersion principals. Following the demographic data, Chapter V provides a
summary of the findings identified in Chapter IV, unexpected findings, conclusions,
implications for action, recommendations for further research, and finally, concluding
remarks and recommendations.
Purpose Statement
The purpose of this sequential explanatory mixed methods study was to identify
and describe the leadership strategies that exemplary elementary dual immersion
principals in Orange and San Diego counties in Southern California use to create an
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organizational culture of inclusiveness using Kennedy’s (2008) five leadership qualities
of cultural differences.
Research Questions
1. What strategies do exemplary elementary dual immersion principals use to make
diversity a priority?
2. What strategies do exemplary elementary dual immersion principals use to get to
know people and their differences?
3. What strategies do exemplary elementary dual immersion principals use to enable
rich communication?
4. What strategies do exemplary elementary dual immersion principals use to make
accountability a core value?
5. What strategies do exemplary elementary dual immersion principals use to establish
mutualism as the final arbiter?
6. What do exemplary elementary dual immersion principals perceive as the most
important advantages of creating an organizational culture of inclusiveness?
Research Methods and Data Collection Procedures
This sequential explanatory mixed methods research study was collaboratively
designed by the cultural intelligence thematic team led by Brandman faculty. The group
of peer researchers utilized Kennedy’s (2008) five leadership qualities of cultural
differences as their theoretical framework. Peer researchers developed two survey
instruments, which were utilized to collect both quantitative and qualitative data. First,
the Culturally Inclusive Leadership survey (Appendix G), which was designed to collect
demographic and quantitative data from each of the participants, was developed and
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administered to 18 exemplary elementary dual immersion principals in Orange and San
Diego counties. The survey was divided into 11 parts: (a) purpose of the study,
(b) electronic consent, (c) demographics, (d) making diversity a priority, (e) knowing
people, (f) communication, (g) personal responsibility, (h) mutualism, (i) culture,
(j) culture of inclusion, and (k) interview solicitation. The survey was organized
according to Kennedy’s (2008) five leadership qualities of cultural differences and
identified 40 strategies that research suggests leaders use to create a culture of
inclusiveness within organizations. Participants were asked, using a Likert scale, to rate
the extent to which the identified strategies reflected their culturally inclusive leadership
practices. The electronic survey was administered using SurveyMonkey, an online
survey application. Following the collection and analysis of quantitative data, the
researcher conducted semistructured interviews with five survey participants who
volunteered (via the electronic survey) to participate in the qualitative portion of the
research study. The group of peer researchers developed a series of 12 questions
designed to provide depth to the information provided in the quantitative survey and
further explore the strategies exemplary elementary dual immersion principals use to
create an organizational culture of inclusiveness. The interview guide (Appendix H),
designed and developed by the peer researchers, provided structure and continuity when
interviewing the five participants. The interview questions were divided into six parts,
which mirrored the electronic survey and the five leadership qualities of cultural
differences as identified by Kennedy (2008). Each section included two formal interview
questions and an accompanying question designed to probe the participants in order to
expand their response or elicit a deeper understanding of their lived experiences with
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reference to their culturally inclusive practices. The qualitative data gathered during the
five interviews provided insight as to the lived experiences of the exemplary elementary
dual immersion principals with regard to the strategies they use to create an
organizational culture of inclusiveness. Participants were encouraged to share examples,
which demonstrated and/or provided context to the strategies identified. The face-to-face
interviews, conducted via Zoom (an online meeting platform), lasted approximately 60
minutes. In order to ensure accuracy, each interview was recorded and transcribed. To
protect the identity of the participants, their school, and their school district, each
participant was assigned a numerical identifier, which was stored separately and securely
from the data collected on a password-protected computer.
Population
The general population identified for this study consisted of approximately 513
elementary dual immersion principals located in California (CABE, n.d.). However,
given the large geographical area of the state, combined with the time and financial
constraints of the researcher, it was determined that it was not feasible to study the entire
population. Therefore, the researcher selected 124 elementary dual immersion principals
located in Orange and San Diego counties in Southern California as the target population.
This provided a representative sample of the general population, while increasing the
feasibility of the study, and consisted of 65 elementary dual immersion principals in
Orange County and 59 elementary dual immersion principals located in San Diego
County.

157

Sample
The sample population consisting of 18 exemplary elementary dual immersion
principals was identified through the use of nonprobability sampling techniques,
including both convenience and purposeful sampling. Convenience sampling allowed the
researcher to select participants from Orange and San Diego counties and purposeful
sampling allowed the researcher to select exemplary elementary dual immersion
principals from within the target population. The use of elementary dual immersion
principals who have been identified as exemplary distinguished them from the target
population based on their superior ability to contribute to the purpose of the study. Study
participants who volunteered to participate, self-identified as exemplary based on the
criteria determined by the group of thematic peer researchers and verified by independent
experts in the field. To participate in the study, the 18 exemplary elementary dual
immersion principals met at least four of the following six criteria:
•

The principal participates in organizational and community activities involving
diverse individuals.

•

The principal demonstrates evidence of leading a culturally inclusive organization.

•

The principal has a minimum of 5 years of experience in the profession.

•

The principal has had articles, papers, or materials written, published, or presented at
conferences or association meetings about cultural inclusion.

•

The principal has received recognition by his or her peers as a leader who gives
respect to all people.

•

The principal is a member in good standing in professional associations in his or her
field.
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The researcher contacted 106 elementary dual immersion principals via e-mail
who were identified from the target population in Orange and San Diego counties in
Southern California. Of the 106 contacted, 18 exemplary elementary dual immersion
principals agreed to participate in the study. The 18 exemplary elementary dual
immersion principals completed the Culturally Inclusive Leadership online survey, which
constituted the quantitative portion of the research study. Of those 18 who participated,
11 identified themselves as willing to participate in the qualitative interview portion of
the study, of which, five participants responded to the request for an interview. The five
participants were identified as the interview participants who met with the researcher for
a face-to-face interview, via Zoom, lasting approximately 6o minutes.
Demographic Data
Eighteen exemplary elementary dual immersion principals from Orange and San
Diego counties in Southern California were selected to participate in this research study.
Each principal was assigned a unique numerical identifier, which was stored separately
from any identifying information, to protect their identity, the identity of their school, and
the identity of their school district. The demographic data revealed that two thirds of all
participants identified as female while one third identified as male. The average number
of years participants held their current position was 5.5 years while the range was from
1–13 years. Fourteen participants ranged in age from 41–50 with three participants aged
31–40 and one participant aged 61–70. The majority of participants identified as White
(8), followed by Latinx (7), two or more races (2), and Filipino (1).
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Major Findings
The major findings of this research study were identified as a direct result of
analyzing both the quantitative survey data and qualitative semistructured interview data.
The data analysis, which was organized by research question, provided the researcher
with quantitative data, including a number of statistical indices (mean, standard deviation,
median, mode, minimum, and maximum values) and qualitative data, including the
identification of themes and frequencies directly related to each research question. The
qualitative and quantitative data were evaluated across the identified strategies, within
and between each research question, and compared to the literature, giving rise to the
major findings of this study.
Finding 1: Making Diversity a Priority–Engage in Inclusive Practices
Exemplary elementary dual immersion principals engage in inclusive practices in
order to make diversity a priority. All five exemplary elementary dual immersion
principals identified the need to engage in inclusive practices with 36% of coded
responses related to making diversity a priority. This is further supported in the
quantitative data with 100% of survey respondents selecting “take responsibility of
inclusion for all people” as the strategy that most reflected their culturally inclusive
leadership practices. Interview participants shared five specific strategies in order to
engage in inclusive practices: (a) including all staff members; (b) celebrating cultural
diversity through events held on campus; (c) establishing intentional, inclusive practices
for SPED students and SPED educators on campus; (d) ensuring the minority language
(Spanish) holds equal cultural weight; and (e) ensuring inclusive communication
practices.
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According to Kennedy (2008), viewing diversity as a strength, rather than a
weakness, capitalizes on the unique qualities of diversity while building a culture of
inclusiveness. In further support of engaging in inclusive practices, within a school
setting, DeMatthews and Izquierdo (2020) identified promoting a school culture that
values all stakeholders as an essential leadership skill for dual immersion principals.
Finding 2: Getting to Know People and Their Differences–Engage in Servant
Leadership
Exemplary elementary dual immersion principals engage in servant leadership as
a primary means of getting to know people and their differences. Engaging in servant
leadership was identified by all five interview participants as essential to getting to know
people and their differences and accounted for 33% of the data coded for Research
Question 2. This finding is further supported by the quantitative survey results wherein
94% of respondents equally identified “embrace interaction with others from different
cultures” and “listen without judgement to understand diverse cultures” as the two
strategies that most reflect their culturally intelligent leadership practices. Interview data
revealed the following five servant leadership strategies as important to get to know
people and their differences: (a) working alongside staff members to get to know them
and build trust; (b) getting to know all stakeholders in order to understand their needs
with an emphasis on not making assumptions; (c) being vulnerable, transparent, and
willing to admit mistakes; (d) embracing interactions with others from different cultures;
and (e) listening without judgement to understand diverse cultures.
Kennedy (2008) argued that when leaders broaden their perspective to include
insights gained from a variety of cultures, generations, geographic locations, and
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ethnicities, they build a cultural vault from which the leader may draw upon when
solving complex problems. Moreover, Garza et al. (2014) identified the following five
personal characteristics common to effective principals: (a) strong desire for equity,
(b) compelled to care for others, (c) ascribe to strong moral and ethical principles, (d) are
resilient and persevere, and (e) demonstrate courage.
Finding 3: Enabling Rich Communication–Build Relationships
Exemplary elementary dual immersion principals build relationships through
establishing rich communication. All five exemplary elementary dual immersion
principals identified building relationships as important to establishing rich
communication, representing 32% of the data coded. Additionally, quantitative data
revealed that 100% of interview respondents selected “remain accessible to others” as the
strategy that most reflected their culturally inclusive practices with regard to enabling
rich communication. Moreover, interview participants described the following three
additional strategies as important to enable rich communication: (a) communicating faceto-face, (b) getting to know people on a personal level, and (c) being visible.
Building strong relationships is an antecedent to enabling rich communication.
Pashiardis and Johansson (2020) argued that principals, as change agents, must establish
a relationship of trust with all stakeholders in order to develop a shared vision, which is
essential to achieving school goals. Moreover, Thomas (2006) contended that cultural
intelligence (CQ) provides leaders with the cognitive ability not only to understand the
motivations and behaviors of a variety of diverse populations but also to interact
effectively while furthering the goals of the organization.
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Finding 4: Making Personal Responsibility a Core Value–Cultivate Relationships
Exemplary elementary dual immersion principals cultivate relationships to make
personal responsibility a core value. The exemplary elementary dual immersion
principals (80%) articulated the importance of cultivating relationships, accounting for
29% of the data coded for Research Question 4. This finding is further supported by the
identification of the strategy “promote a culture where everyone sees themselves as an
important part of the organization” as one of three identified by 100% of survey
respondents as reflecting their culturally inclusive leadership strategies the most.
Interview participants described the importance of cultivating personal relationships with
staff members and spoke of the need to take the time to learn the names of everyone on
campus and to get to know something about the individual personally. They described
getting to know staff members and their family members as a mechanism to understand
their diversity, build community, and make personal responsibility a core value.
Moreover, the participants were intentional in describing the importance of cultivating
relationships with all members of the staff, from the teaching staff to the custodial staff.
Kennedy (2008) argued that it is incumbent upon leaders to embrace, internalize, and
cultivate personal responsibility not only for themselves but also for their workforce.
Finding 5: Establishing Mutualism as a Final Arbiter–Develop a Community
Culture
All five exemplary elementary dual immersion principals articulated developing a
community culture as necessary in establishing mutualism as a final arbiter, accounting
for 31% of the data coded with regard to Research Question 5. Exemplary elementary
dual immersion principals discussed the importance of a community culture wherein all
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stakeholders feel safe and valued in which diverse perspectives are not only encouraged
but also rewarded. The interview participants described a culture of community that
promotes the success of all through the safe exchange of ideas and a practice of
reflection, which encourages staff members to remain flexible, open to new innovation,
and support the betterment of all.
Kennedy (2008) contended that leaders who establish mutualism as the final
arbiter build an organization in which all members operate with the understanding that
decisions are made in the context of what is beneficial for all. Moreover Kennedy
stipulated that this fosters trust and an understanding that mutual well-being is
paramount.
Finding 6: Advantages of Creating a Culture of Inclusiveness–Unification and
Acceptance
All five exemplary elementary dual immersion principals interviewed identified
unification and acceptance as key advantages of creating a culture of inclusiveness,
accounting for 41% of the coded data for Research Question 6. This finding is further
supported by the quantitative data that resulted in 100% of interview respondents
selecting “treat people with genuine regard regardless of position” as the strategy most
reflective of their culturally inclusive practices with regard to the advantages of creating a
culture of inclusiveness. During the qualitative interviews, participants described
unification and acceptance as being inclusive of all staff and students on campus.
Participants discussed the importance of valuing the unique contributions of all members
of the campus community, especially those students and staff members who have been
identified as having a disability. Moreover, participants spoke about the importance of
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recognizing diversity in all forms beyond cultural and linguistic diversity, which are
common to dual immersion programs. Participants identified poverty, students and staff
with disabilities, and special interest groups such as SPED and preschool as part of the
diversity on campus. The participants spoke of the advantages of building the capacity of
all students and staff, which not only supports inclusion on campus but also spills over
into the community.
According to NPBEA (2011), “Effective leaders recognize, respect, and employ
each students’ strengths, diversity, and culture as assets for teaching and learning”
(p. 11). Pashiardis and Johansson (2020) argued that principals must be “contextually
literate” (p. 12) in order to meet the variety of needs within their school community and
must act as change agents, establishing a relationship of trust with all stakeholders.
Moreover, Rocque et al. (2016) argued that a school administrator’s ability to serve as a
“cultural unifier” (p. 814) is a key factor in the success of dual immersion programs.
Major Findings Across Research Questions
Finding 7: Equitable Hiring Practices
Exemplary elementary dual immersion principals believe that equitable hiring
practices are essential to ensure inclusivity. Three participants identified the need to
engage in equitable hiring practices in response to Research Question 1, make diversity a
priority, and Research Question 4, make accountability a core value. They discussed the
importance of engaging in equitable hiring processes to ensure inclusivity. Participant 1
discussed the importance of “wanting the students to see themselves in the leaders on
campus.” Participant 2 discussed the importance of hiring diverse teachers who represent
“different regions” of Spanish-speaking cultures and who bring “diverse perspectives.”
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Participant 4 articulated the importance of hiring staff members who are “reflective of the
community.” Participant 4 also argued the need for hiring people who “have some
degree of emotional intelligence and can be sensitive to others; aware of their impact on
others.” The participant interview responses conflict with the quantitative data gathered.
When interview respondents were asked to what extent does the strategy “the importance
of diversity is shown in organizational hiring practices” reflect their culturally inclusive
leadership practices, participant responses resulted in an average score of M = 5.83 and
SD = 0.51. Moreover, in rank order, this strategy was listed in the bottom 12.
One of the top concerns facing dual immersion principals is the ability to hire and
retain qualified native-speaking teachers. The increase in dual immersion programs has
not been met with an adequate number of native-speaking teachers, resulting in a
bilingual teacher shortage (Howard et al., 2018; Kim et al., 2013; Lachance, 2017).
Moreover, Howard et al. (2018) contended that dual immersion administrators are faced
with the challenge of hiring and cultivating staff who are not only qualified to teach in a
dual immersion setting but also demonstrate an extensive working knowledge of both the
cultures and languages being taught.
Finding 8: Courageous Conversations
Exemplary elementary dual immersion principals perceive that courageous
conversations are necessary to address racial or cultural biases. Exemplary elementary
dual immersion principals articulated the need to engage in courageous conversations
when discussing the following research questions: Research Question 2, get to know
people and their differences; Research Question 4, make accountability a core value; and
Research Question 5, establish mutualism as the final arbiter. Participants discussed the
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need to engage in courageous conversations when confronting racial or cultural biases,
when making important decisions on campus, and when attempting to come to consensus
while some staff members refuse to enter into discussions. Participant 1 warned when
administrators do not engage in those courageous conversations “because of fear of
ruining relationships, they run the risk of ruining the relationships of the teachers that are
the positive influencers on campus, instead of addressing the one or two negative
people.” Participant 1 added, “People will respect you more if you address those issues,
they want them addressed.”
DeMatthews and Izquierdo (2020) argued that dual immersion principals must
work to combat a deficit viewpoint so often attributed to English learners (ELs) and their
families. This includes hidden and overt racial and cultural biases of staff and
community members. They must be prepared to “disrupt inequality” in favor of
promoting equity (Bernstein et al., 2020, p. 677).
Unexpected Findings
Unexpected Finding 1: Inclusion With an Emphasis on SPED and Other Groups on
Campus Not Under the Purview of the Principal
A recurring theme during the qualitative interviews was the idea that the need for
inclusivity extends beyond the languages and cultures of those involved in the dual
immersion program. Participants specifically identified the inclusion of special
educations students and preschool students, as well as staff members associated with
these groups, as a necessary element of inclusion. Participants felt strongly that in order
to be inclusive of all students and staff on campus, regardless of their affiliation with the
dual immersion program or whether or not they were under the direct supervision of the
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principal, they must be included in the day-to-day operations and celebrated for their
diverse perspectives, qualities, and traits.
According to Baltaci (2017), culturally intelligent school leaders are able to
modify and direct their actions in a manner conducive to supporting diverse populations,
which may mitigate bias. Moreover, DeMatthews and Izquierdo (2020) argued that
culturally responsive principals are guided by a commitment to ensuring the interests of
marginalized students, giving priority to minority families, and establishing multicultural
school communities. The exemplary elementary dual immersion principals interviewed
discussed the inclusion of SPED and preschool in order to achieve an inclusive campus
fully recognizing that these groups, because they are differentiated through school
systems, are often subject to bias and are therefore susceptible to marginalization on
campus.
Unexpected Finding 2: Inconsistent Ratings and Perceptions of Mutualism as the
Final Arbiter
Exemplary elementary dual immersion principals were inconsistent in their
ratings and perceptions of Kennedy’s (2008) element of mutualism as the final arbitrator.
According to the quantitative data collected, establishing mutualism as the final arbiter
had the lowest overall average (see Table 5) of M = 5.76. However, the qualitative data
(see Table 13) revealed that mutualism as the final arbiter had the highest number of
themes (five) and frequencies (88). Moreover, when considering the ranked order of all
the strategies presented to the exemplary dual immersion principals, none of the
strategies related to mutualism as the final arbiter were found in the top 12. In fact, the
strategy “insist on fairness as a core value” was ranked the lowest of all 40 strategies with
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an average score of M = 5.33 and a SD = 0.84. Mutualism as the final arbiter is when
everyone benefits and no one is harmed by the decisions and actions within the team or
organization (Kennedy, 2008). Mutualism establishes trust in organizations through a
deep sense of shared purpose, a thoughtful inspection of each member’s ideas and
interests, and an interdependence when performing roles and responsibilities (Harvey &
Drolet, 2006; Mishra, 1996; Rau, 2005).
Unexpected Finding 3: The Impact of COVID-19 on the Participation and Interview
Responses of the Exemplary Elementary Dual Immersion Principals
The researcher embarked on this research study during the early stages of the
COVID-19 global pandemic. The pandemic and the protocols put in place to prevent
transmission of the virus have permeated every aspect of the American educational
system. For the participants in this study, their role as dual immersion leaders has been
expanded in ways never before imagined. For some of the participants, this meant a
rapid transition to an online learning environment in which they struggle to teach
biliteracy and multiculturalism to students via online platforms. For others, students have
returned to campus, and educational leaders have been charged with ensuring their safety
against a pervasive virus, which threatens both staff and students.
The impact of the pandemic on this research study began with the solicitation of
participants. The researcher solicited 106 elementary dual immersion principals to
participate in the study with only 18 responding (17%). Eleven survey participants
indicated their desire to participate in the qualitative interviews. However, only five
(45%) actually responded to a request for an interview. The demand on school leaders
cannot be overstated. In addition to the day-to-day management of their schools, many

169

principals were tasked with creating and implementing COVID-19 compliant safety
protocols for their unique campuses and training staff and students.
During the qualitative interview portion of this study, all five participants
articulated the extent to which the impact of the pandemic has affected their leadership
practices. Participants delineated experiences and strategies in terms of pre-COVID and
during COVID. Participant 1 discussed the fact that cultural proficiency training has
been postponed because of the need for social-emotional training and support.
Participant 2 discussed how the social distancing requirements of the pandemic have
complicated her ability to build trust and engage in open communication (open-door
policy, face-to-face staff meetings, etc.) with staff members and parents (closed campus).
Moreover, Participants 1 and 2 both discussed that the requirement of wearing masks has
hindered their ability to learn the names and identify all students on campus and their
parents because they only see their eyes and foreheads. Participant 4 discussed how she
has moved away from “complete consensus” and “shared governance” during the
pandemic and gave an example of being tasked with deciding whether to reopen campus
for in-class learning or remain closed in favor of distance learning, following the
holidays. Participant 4 discussed the process of taking all viewpoints into consideration
but sharing when it came time to make the decision, “the burden rests with me.” She
went on to say, “It’s a terrible thing to have that on my conscience. I care about the
teachers, I don’t want anything to happen to anyone, the kids, and I can see some kids are
completely flailing, and it’s the worst equity problem ever.” Participant 5 discussed how
the pandemic has impacted her ability to interact with the community.
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Prior to the COVID-19 pandemic, there was growing literature that discussed the
increasing role and responsibility of principals as a contributing factor to their rising
levels of stress, burnout, and turnover (Reid, 2020). In addition, Reid (2020) found that
an increase in stress and anxiety among students and staff requires additional oversight
by the principal. Finally, Reid specifically cited principals’ growing concerns over
keeping students safe.
Conclusions
Conclusion 1
Dual immersion principals who embrace all staff members regardless of position
and celebrate cultural diversity on campus establish a culture of inclusiveness wherein
all stakeholders feel valued and respected.
Dual immersion principals are tasked with acting as cultural change agents, which
according to Acton (2020), is critical to their success. They must advocate for the rights
of marginalized students, counter racial and cultural biases, and ensure the equitable
distribution of resources (DeMatthews & Izquierdo, 2017; 2020), all while supporting the
needs of English-only students. All of the exemplary dual immersion principals who
participated in the research study identified that they must take responsibility for the
inclusion of all people. They identified their role in ensuring linguistic and cultural
equity as a key tenet of successful dual immersion programs. Moreover, participants
reported when intentional inclusive practices are modeled by the principal and expected
by the staff, a campus culture is supported, which embraces diversity, values the
contributions of every member, provides a safe environment for students and staff, and
impacts student learning outcomes positively. This conclusion is supported by the
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literature. Dual immersion programs have emerged as an “astoundingly effective”
(Collier & Thomas, 2004, p. 11) mechanism for delivering superior instruction for all
students while transforming school climate and culture into a nurturing and multicultural
atmosphere benefiting students, staff, and families.
Conclusion 2
Dual immersion principals who engage in servant leadership make deep and
lasting cross-cultural connections, build trust, and expand the capacity and self-efficacy
of staff and students.
Exemplary elementary dual immersion principals described the importance of
servant leadership in their day-to-day management of the school. They identified
working alongside staff members to build trust and collegiality, get to know staff
members with the intent to understand their needs, model vulnerability and transparency,
embrace cross-cultural interactions, and listen without judgement to understand diverse
cultures as critical strategies to building the capacity of all staff and students. Göksoy
(2017) argued that school leaders must be able to establish culturally intelligent school
norms and values while modeling culturally intelligent behavior. Moreover, Pashiardis
and Johansson (2020) contended that principals must establish a relationship of trust with
all stakeholders to develop a shared vision, which is essential to achieving school goals.
Conclusion 3
Dual immersion principals who build strong relationships by communicating
face-to-face, getting to know people on a personal level, following their words with
action, and remaining visible on campus foster an environment of rich communication.
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All of the elementary dual immersion principals who participated in the research
study identified the importance of building relationships to develop rich communication.
Interview participants discussed the need for consistent communication to prevent others
from filling in the blanks. They opted for face-to-face communication over e-mail and
phone calls whenever possible. In addition, they discussed the importance of being
visible on campus and argued that in order to be most effective, their visibility should
involve action (talking to parents during drop off and pick up, participating in the
learning in classrooms rather than simply walking classrooms, engaging students during
lunch, and working alongside teachers during duty). Finally, they asserted that strong
relationships serve as the bedrock for developing trust, which allows them to engage in
courageous conversations while maintaining mutual respect and an assumption of good
intentions. Kennedy (2008) urged leaders to open direct lines of communication between
and among all levels of the organization. She asserted that fostering genuine, open
communication yields increased levels of both change and productivity (Kennedy, 2008).
Conclusion 4
Elementary dual immersion principals who cultivate strong relationships with all
staff members through personal connections and embracing diversity promote personal
responsibility as a core value.
The elementary dual immersion principals who participated in the research study
articulated the importance of developing strong, meaningful relationships with all
employees, regardless of their position within the organization. They contended that
strong relationships translate to employee engagement and personal commitment.
Finally, they shared that when they get to know their staff members and their families,
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believe in the diversity of staff members as a strength, and provide opportunities for
growth and leadership, they are encouraging staff members to adopt personal
responsibility as a core value. Kennedy (2008) described personal responsibility as a
core value as the mechanism by which individuals hold themselves and others
accountable.
Conclusion 5
Elementary dual immersion principals who are flexible promote the safe and free
exchange of ideas, are open to innovation, and craft solutions that are beneficial to all
stakeholders.
The elementary dual immersion principals interviewed shared the importance of
pushing past the easy answer in search of the best answer. They articulated that far too
often educational leaders adopt solutions under the guise of what is best for children
without pushing themselves to seek a resolution that is best for both children and adults.
They discussed the need to be proactive with regard to decision-making. Engagement
and the opportunity to hear all voices, especially opposing voices, challenge principals to
view decisions from all perspectives in search of an answer promoting mutualism.
Finally, interview participants also discussed the importance of shared leadership to
empower staff members to actively seek resolutions that support the needs of all
stakeholders. According to Solomon and Steyn (2017b), empowerment positively
impacts the self-efficacy, creativity, performance, and interorganizational relationships of
the follower.
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Conclusion 6
Dual immersion principals who celebrate diversity in all its forms unify
stakeholders and create a culture of acceptance and inclusion.
The exemplary elementary dual immersion principals who participated in the
research study identified “celebrating diversity” as the most important strategy in creating
a culture of inclusiveness. They maintained that diversity must be viewed as a strength to
be valued and cultivated, which leads to acceptance and respect. They discussed the
importance of valuing the unique contributions of all members of the school community,
including those staff and students with disabilities. Moreover, they asserted that it is
incumbent upon them as leaders to identify diversity in all its forms, even those that may
be less visible such as poverty. In valuing the unique contributions of all stakeholders, a
culture of acceptance and inclusion is created. Kennedy (2008) argued that a culture of
inclusion fosters acceptance and respect among a diverse group of individuals. More
importantly, diversity is recognized as an integral factor leading to the success of the
organization (Azmat et al., 2014; Kennedy, 2008; Mak et al., 2014; Tawagi & Mak,
2015).
Implications for Action
Culturally proficient leadership within elementary dual immersion programs is
vital to achieving its core purpose, serving all children. California is home to the highest
percentage of ELs (19.2%) in the country (NECS, 2020). Moreover, of those ELs, 68.6%
are enrolled in elementary school (California Department Education, 2019). In contrast,
79% of all public school teachers in the United States have identified as “White, nonHispanic” (NCES, 2020b). The glaring disparity in diversity among public school
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teachers and the students they serve stands as notice to federal and state lawmakers who
influence education policy. State lawmakers can influence administrative credentialing
programs, superintendents, and local school boards of the urgency in developing the
capacity of culturally proficient elementary dual immersion principals. This research
study and subsequent findings have led to the following seven implications for action.
Each implication has been identified in order to build the capacity of elementary dual
immersion principals in implementing an organizational culture of inclusiveness.
Implication 1: State Seal of Biliteracy and Multiculturalism
In 2018, State Superintendent of Public Instruction Tom Torlakson launched the
Global California 2030 initiative as a “call to action” (California Department Education,
2018b, p. 4), arguing,
By 2030, we want half of all K-12 students to participate in programs leading to
proficiency in two or more languages, either through a class, a program, or an
experience. By 2040, we want three out of four students to be proficient in two or
more languages, earning them a State Seal of Biliteracy.
The call to action must be expanded beyond an emphasis on bilingualism to
include multiculturalism as those who learn to be bilingual in the absence of
multiculturalism cannot navigate the unspoken language of the very culture in which they
wish to communicate. The State Seal of Biliteracy should be expanded to the State Seal
of Biliteracy and Multiculturalism. In identifying the importance of multiculturalism in
conjunction with biliteracy, the focus of instruction shifts from simply language
acquisition to cultural equity. The literature is clear, the goal of bilingualism is
inadequate in ensuring equity among diverse cultural groups on campus. In order for true
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equity to be realized on dual immersion campuses, the culture of the target language must
be given equal weight. This important shift signals to educational professionals, students,
and families that the state’s educational goals demand equity for all students.
Implication 2: Cultural Proficiency Education and Assessment as Part of the
California Administrator Performance Assessment
Currently, aspiring principals are required to demonstrate proficiency in three
leadership cycles: (a) analyzing data to provide an equity gap analysis, (b) facilitating
collaborative professional learning, and (c) coaching an individual teacher to strengthen
teaching practices. It is imperative that the California Administrator Performance
Assessment process be expanded to include the explicit instruction of the strategies
exemplary dual immersion principals use to create an organizational culture of
inclusiveness. Moreover, prior to certification, candidates must be required to
demonstrate their understanding of these important strategies to ensure new principals
have the knowledge and tools necessary to confront cultural inequity on campus. If
California is to realize the goals outlined in the Global California 2030 initiative, calling
for half of all students to be biliterate, new principals must be adequately prepared for the
increasing demands placed on dual immersion principals with regard to diversity.
Implication 3: Association of California School Administrators Training
The Association of California School Administrators (ACSA) serves as a key
facilitator of administrative training for California principals. As part of that training,
ACSA offers Equity Institutes, which the organization describes as an opportunity to
“provide a deeper focus on race/ethnicity through a culturally proficient lens, we believe
the foundational skills that will be explored and developed can be applied to effectively
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serve all marginalized groups” (para. 2). ACSA’s Equity Institute should be expanded to
include the strategies identified in this research study with the goal of supporting the
development of current principals in creating a culture of inclusiveness on every campus
within the state. Moreover, given that ACSA’s Equity Institute is a fee-based training,
ACSA should offer additional, free training in the spirit of equity, which is accessible to
all California principals without regard to the availability of fiscal resources. This
training should explicitly teach the strategies identified in this research study in support
of cultural inclusion on all of California’s diverse public school campuses.
Implication 4: Individual School District’s Responsibility for the Cultural
Proficiency Training of all Principals
California’s diverse student population, combined with the lack of diversity of its
educators, demands that all school districts within the state engage their principals in
training designed to teach the strategies gleaned from this research study. It is not
reasonable to expect that predominately Caucasian principals will have the skills
necessary to operate in culturally diverse exchanges without explicit instruction.
Moreover, it is the principal who models the behaviors the rest of the staff will follow.
Without the explicit instruction of specific strategies designed to create a culture of
inclusion, principals are left applying monocultural strategies to a multicultural campus,
which results in diminished learning outcomes, decreased engagement, and increased
staff turnover. Investing in developing the capacity of school administrators with regard
to developing an organization of cultural inclusiveness has many benefits. First, cultural
inclusiveness serves to bring together diverse students and families in creating a sense of
unity and acceptance. Next, families who experience cultural inclusiveness are more
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likely to invest in their child’s education and support the mission and vision of the school.
Finally, this research study has identified the high rate of principal turnover as a problem
facing many school districts. Arming principals with strategies proven to create a culture
of inclusiveness will serve to enhance their ability to influence positive educational
outcomes, increase engagement of all stakeholders, and support increased levels of job
satisfaction and principal longevity.
Implication 5: Cultural Proficiency Traning of District Human Resources Personnel
In order for district hiring managers to identify, recruit, and hire
administrators who are culturally proficient, they themselves must be trained in the
strategies identified in this study. Moreover, the Association of California School
Administrators (ACSA) should be required to teach the strategies identified in this
study as part of their Human Resources Academy. Administrators who embrace
biliteracy and multiculturalism on their campus, create a culture of inclusion in
which all students are celebrated and valued for their diverse strengths.
Implication 5: District Hiring Practices of Principals
The literature identifies dual immersion principals at high risk for burnout and
turnover, given the additional demands placed on them. In addition, the state has
committed to doubling the number of dual immersion schools by the year 2030. The
increased demand for dual immersion principals dictates that careful consideration be
given to the hiring practices of dual immersion principals. The hiring process should
include screening for culturally inclusive ideology and practices. The strategies
identified in this research study could be used to survey potential dual immersion
principals to understand the extent to which those strategies reflect their own leadership
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qualities. This information would assist districts in hiring candidates who are committed
to engaging the strategies used by exemplary elementary dual immersion principals to
create an organizational culture of inclusiveness. Moreover, survey data could be used to
drive professional learning community initiatives, which support high learning outcomes
for all students through the lens of cultural inclusion.
Implication 6: Mentoring Programs for New Dual Immersion Principals
Every school district should implement a mentoring program designed to support
the development of new dual immersion principals. Exemplary dual immersion
principals should be matched with principals who are new to leading a dual immersion
program in order to serve as a coach and mentor during their first 2 years as a dual
immersion leader. Exemplary dual immersion mentors should be selected based on their
proven ability to create an organizational culture of inclusion. Mentoring should include
the development and support of the strategies identified in this research study with an
emphasis on implementation strategies for each unique campus. Mentoring of new dual
immersion principals will lead to consistent outcomes across campuses and districts as
well as an increase in job satisfaction and longevity for new dual immersion principals.
Implication 7: Principal-Led Cultural Proficiency Training for All Staff Members
Principals must share the strategies used to create a culture of inclusiveness, as
identified in this research study, with staff members on campus. Teachers lead in
classrooms, which are a microcosm of the school’s culture. Therefore, the strategies used
to create a culture of inclusiveness on campus need to be extended to those who lead and
direct the classroom community. In addition to certificated staff, principals should ensure
the development of classified staff with respect to creating a culture of inclusiveness. All
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staff members play a role in cultural equity and each staff member should be trained and
tasked with promoting cultural inclusion. Principals must dedicate time during
professional development to explicitly teach the strategies and how they can be adapted
for use by classroom leaders and classified staff. Moreover, professional learning
communities must dedicate time to establishing these strategies as accepted norms for
campus-wide inclusive practices and develop protocols for accountability.
Recommendations for Further Research
Based on the findings of this research study, several recommendations are
proposed for future research. The proposals are identified for their value in expanding
upon the research of this study. The need for dual immersion principals is expected to
increase dramatically over the next 9 years and with it the need for culturally inclusive
leadership. Therefore, it is the intent of the following recommendations to call on future
researchers to add to this important body of literature.
Recommendation 1: Secondary School Study
Dual immersion education spans K-12. In order to gain a greater understanding
of strategies used in secondary schools, a replication of the current study is proposed. It
is recommended that a sequential explanatory mixed methods study be conducted to
identify and describe the leadership strategies that exemplary secondary dual immersion
principals in Orange and San Diego counties in Southern California use to create an
organizational culture of inclusiveness using Kenndy’s (2008) five leadership qualities of
cultural differences.

181

Recommendation 2: Whole-School Dual Immersion Programs
The current research study included dual immersion programs that were both
whole-school programs and strand programs on a traditional, monolingual campus. It is
recommended that a comparative study be conducted to determine whether or not the
strategies used by whole-school dual immersion principals differ from those strategies
used by principals of a strand program. Given the emphasis on doubling dual immersion
programs in California, a study that compares the strategies of both program types would
contribute greatly to the body of literature.
Recommendation 3: Dual Immersion Programs With Languages Other Than
Spanish as the Target Language
The strategies gained from this research study were specific to leaders of
English/Spanish dual immersion programs. Given the diversity in California, it is
important to determine whether the strategies identified by the exemplary elementary
dual immersion principals would change if the target language were a language other
than Spanish. It is recommended that the study be replicated using one of the other target
languages used in California dual immersion programs such as Mandarin, Korean, or
Vietnamese.
Recommendation 4: Dual Immersion Programs in Noncharter Public Schools
This research study included dual immersion programs housed in public charter
schools and public schools. This study could be replicated using only noncharter public
schools to remove the flexibility variable afforded public charter schools.
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Recommendation 5: Strategies Used by Principals of One-Way Immersion
Programs
The dramatic increase in housing prices in California, especially in coastal
regions, may threaten two-way dual immersion schools because many minority families
cannot afford to live in these areas. Two-way dual immersion programs require half of
their student population to natively speak the target language while the other half of the
population is composed of native-English speakers. In the event that an equal
distribution of native speakers of both languages is not possible, the one-way immersion
(OWI) model will need to be considered. A phenomenological study will need to be
conducted to understand the strategies one-way dual immersion principals use to create
an organizational culture of inclusiveness for both cultures when only one culture is
represented on campus.
Recommendation 6: Replicate the Study in Northern California
This study was designed to identify the strategies used by elementary dual
immersion principals in Orange and San Diego counties in Southern California. It is
recommended that a sequential explanatory mixed methods study be conducted in
Northern or Central California to determine whether different geographical regions
within California require different strategies in order to create an organizational culture of
inclusiveness.
Concluding Remarks and Reflections
Two-way dual immersion programs are recognized as the single most effective
method of instruction for ELs while developing bilingualism for native-English speaking
students. The “additive bilingual” (Boyle et al., 2015, p. 25) aspect of dual immersion
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programs support EL students in English acquisition through the use of their native
language while supporting bilingualism for native-English students. Moreover, all
students benefit from their peers who can serve as linguistic models for language
acquisition. Beyond language acquisition, dual immersion programs are designed to
provide a flexible, multilinguistic, multicultural, inquiry-based learning environment,
which is inclusive of all students and their families (DeMatthews & Izquierdo, 2017).
For principals of dual immersion programs, the necessity to serve as an agent of
change requires them to “disrupt inequality” in favor of promoting equity (Bernstein et
al., 2020, p. 677). They must be prepared to confront the hidden and overt racial and
cultural biases of staff and community members (DeMatthews & Izquierdo, 2020) to
achieve cultural equity on campus. Dual immersion principals must lead with culturally
intelligent practices to meet the rising multicultural demands of their school community
(Aldhaheri, 2017; Baltaci, 2017; Collins et al., 2016; Göksoy, 2017; Hansuvadha &
Slater, 2012; Keung & Rockinson-Szapkiw, 2013; Minkos et al., 2017; Morris et al.,
2020). The increased demands on dual immersion principals has led to burnout and high
turnover rates. Dual immersion principals must be supported in their quest for cultural
equity on campus and in the communities in which they serve.
As an elementary teacher assistant principal, at the time of this study, I had
witnessed firsthand the demands on the principal in implementing a successful dual
immersion program at a failing Title 1 school in order to reinvigorate the school marred
by a history of cultural and linguistic inequity. It is with that experience in mind that I
was compelled to participate in this thematic research study. Cultural equity is
paramount to the successful implementation of a dual immersion program. Through this
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study, exemplary elementary dual immersion principals shared their emotional stories
and experiences of leading dual immersion schools and challenging cultural biases. I
learned about the students and families they serve and the myriad of challenges they face
daily in striving to provide access, equity, and inclusion. More importantly, they shared
valuable strategies, which they identified as necessary in creating an organizational
culture of inclusiveness.
The strategies they identified and the research conducted through this thematic
study will serve to educate the thousands of dual immersion leaders expected by the year
2030 while providing equitable outcomes for California’s most vulnerable students. I
challenge those researchers who follow to continue this important work in the hope that
one day cultural equity will no longer be elusive; every student will be valued for their
diversity and afforded equal educational opportunities.
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APPENDIX A
Definitions and Applications of Cultural Intelligence
Table 1. Definitions and Applications of Cultural Intelligence

Note. Reprinted from Cultural intelligence: Domain and assessment, by Thomas et al,
2008, International Journal of Cross Cultural Management, 8(2), p. 126. Copyright 2008
SAGE Publications.
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APPENDIX D
Invitation to Participate in Survey – Email Script
October 18, 2020
Dear Elementary Dual Immersion Principal,
My name is Stephanie K. Smart and I am currently a doctoral candidate in
Brandman University’s Organizational Leadership program. I am conducting a research
study designed to identify the strategies used by exemplary elementary dual immersion
principals to create a culture of inclusiveness. The information gleaned through this
study not only will help identify which strategies exemplary leaders of elementary dual
immersion programs find most important in creating a culture of inclusiveness but also
will serve to fill in the gap created by the limited amount of research available in this
field.
This research study consists of a short electronic survey (via SurveyMonkey)
containing 40 questions, answerable by selecting one of six points on a Likert scale
ranging from “strongly agree” to “strongly disagree”. The survey should take
approximately fifteen minutes to complete. In addition, I am seeking volunteers who
would be willing to answer 12 brief questions through a face-to-face interview conducted
on Zoom. Interviews will be no longer than one hour in duration. I am seeking a total of
fifteen exemplary elementary dual immersion principals to participate in this study. In
agreeing to participate, you acknowledge that you meet at least four of the following six
criteria:
Exemplary Criteria Checklist
The principal participates in organizational and community activities involving
diverse individuals.
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The principal demonstrates evidence of leading a culturally inclusive
organization.
The principal has a minimum of five years of experience in the profession
The principal has had articles, papers, or materials written, published, or
presented at conferences or association meetings about cultural inclusion.
The principal has received recognition by his or her peers as a leader who gives
respect to all people.
The principal is a member in good standing in professional associations in his or
her field
If you are willing to participate in the study, please check the boxes of all the
exemplary criteria for which you meet, or provide them in list form, in your response to
this email. Once approved for the study, I will provide you with a link to the survey. If
you have any questions, please respond to this email or call me at the number listed
below. I sincerely appreciate your consideration in supporting my research study.
Most respectfully,

Stephanie K. Smart, Doctoral Candidate
Organizational Leadership Program, Brandman University
ssmart@mail.brandman.edu
(xxx) xxx-xxxx

212

APPENDIX E
Brandman Participant’s Bill of Rights
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APPENDIX F
Invitation to Schedule Interview
October 18, 2020

Dear ______________,
Thank you for your willingness to participate in the interview portion of
my research study designed to identify the strategies exemplary elementary dual
immersion principals use to create a culture of inclusiveness. The face-to-face interview
will consist of 12 questions and will be limited to a duration of one hour or less. The
interview will take place using Zoom at a date and time that is convenient for you. Please
respond to this email with three possible dates and times that would be most convenient
for you.
Once again, thank you for your willingness to participate in this important
research study. I look forward to our face-to-face meeting.
Most respectfully,

Stephanie K. Smart, Doctoral Candidate
Organizational Leadership Program, Brandman University
ssmart@mail.brandman.edu
(xxx) xxx-xxxx
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APPENDIX H
Interview Guide
SCRIPT AND INTERVIEW QUESTIONS
Introduction Script
My name is Stephanie Smart and I’m a doctoral candidate at Brandman
University in the Department of Organizational Leadership. I’m a part of a thematic
dissertation team conducting research to determine what strategies are used by exemplary
leaders to create an organizational culture of inclusiveness.

I want to thank you for expressing your agreement to participate in this interview
on culturally intelligent leadership and for completing the survey prior to this interview.
This interview is intended to explore further information and provide depth to what was
provided in the electronic survey.

As a leader in dual immersion education, you are responsible for providing
strategies and directions that create a positive organizational culture. The purpose of this
study is to identify and describe the strategies that you utilize to create a culture of
inclusiveness. We are framing our research around the five qualities of culturally
inclusive leadership as defined in Debbe Kennedy’s book, “Putting Our Differences to
Work”. Those five leadership qualities are: making diversity a priority, getting to know
people and their differences, empowering rich communication, making accountability a
core value, and establishing mutualism as the final arbiter. Together these qualities are
believed to create an organizational culture of inclusiveness. During this interview,
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please feel free to refer to the document sent to you by e-mail that gives specific
descriptions of these qualities.
I am conducting 5 interviews with leaders like you. The information you give, along
with the others, hopefully will provide strategies that exemplary leaders, such as yourself,
have identified to create an organization of inclusiveness that will add to the body of
research currently available.
Incidentally, even though it appears a bit awkward, I will be reading most of what I say.
The reason for this to guarantee, as much as possible, that my interviews with all
participating exemplary leaders will be conducted in the same manner.
Informed Consent (Required for Dissertation Research)
I would like to remind you any information that is obtained in connection to this study
will remain confidential. All of the data will be reported without reference to any
individual(s) or any institution(s).
Did you receive and read the Informed Consent and Brandman Bill of Rights I sent you
via email and do you agree to participate in this research? I need to hear your affirmative
answer, so it is recorded as confirmation of consent to participate. Do you have any
questions or need clarification about either document?
We have scheduled an hour for the interview. At any point during the interview you may
ask that I skip a particular question or stop the interview altogether. For ease of our
discussion and accuracy I will record our conversation as indicated in the Informed
Consent.
Do you have any questions before we begin? Okay, let’s get started, and thanks so much
for your time.
Introduction- Establish a comfortable environment with the interviewee.
INTERVIEW QUESTIONS
Organizational Priority
1. As you reflect about your work as a leader, what are some ways you make
diversity an organizational priority?
Probe: What are some examples?
2. In your role as leader, how do you educate your organization about the
significance of diversity?
Probe: Why do you think that this was effective? worked well?
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Personal Responsibility
3. In your role as leader, how have you intentionally incorporated personal
responsibility in your decision making?
Probe: Can you give me an example of a time when that happened and how
behavior changed?
4. As leader, how do you influence others to take personal responsibility as a core
value?
Probe: Give me an example of a time when that happened and how behavior
changed?
Rich Communication
5. What communication strategies do you use to foster a deeper cultural
understanding within your organization?
Probe: Can you share an example?
6. How do you use communication to develop a personal connection with
individuals?
Probe: Can you share and example?
Know People and their Differences
7. How do you get to know the people in your organization on a personal basis?
Probe: Can you tell me about a time when this worked very well in establishing a
personal connection?
8. How do you interact with people in the organization to gain a better
understanding of their cultural differences?
Probe: Describe some of the things that you do to gain a better understanding?
Mutualism as the Final Arbiter
9. As you think about your work as a leader how are final decisions decided in your
organization?
Probe: How do you engage members of your organization in conversations that
are respectful of all ideas and interests?
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10. What do you perceive are the most important advantages of creating a culture of
inclusiveness within your organization?
Probe: Can you give me an example of how this created a culture of inclusiveness
in your organization?
Culture of Inclusiveness
11. In your role as a leader, how have you been able to create a culture of inclusion
within your organization?
Probe: Can you provide an example of what have you implemented to increase
cultural inclusion in your organization
12. In your experience as a leader, in what ways do you believe there are advantages
in creating an environment of mutual respect and acceptance?

That concludes my questions. Is there anything else that you would like to share at this
time?

“Thank you very much for your time. If you like, when the results of our research are
known, I will send you a copy of my findings.”
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APPENDIX I
Survey Field Test Participant Feedback
Participant 1 Response

SURVEY CRITIQUE BY PILOT PARTICIPANTS
As a doctoral student and researcher at Brandman University, your
assistance is so appreciated in designing this survey instrument. Your
participation is crucial to the development of a valid and reliable instrument.
After completing the survey, please answer the following questions. Your
answers will assist me in refining both the directions and the survey items.
You have been provided with a paper copy of the survey, just to jog your memory
if you need it. Thanks so much.
1. How many minutes did it take you to complete the survey, from the
moment you opened it on the computer until the time you completed it? 13
minutes
2. Did the portion up front that asked you to read the consent information and
click the agree box, before the survey opened, concern you at all? No
If so, would you briefly state your concern __________________________
____________________________________________________________
_
3. Was the Introduction sufficiently clear (and not too long) to inform you
what the research was about? Yes, but I had to refer to it several times to
make sure I was answering the questions from the right reference point. If
not, what would you recommend to make it better?
_______________________________________
____________________________________________________________
_
Were the directions clear? Did you understand what to do? Yes, instructions were
clear but I had to refer several times to the reference point to answering the
question: “ Listed below are the strategies that research suggests that leaders use to create cultural
inclusive leadership
in organizations. Using the following descriptions, to what degree do the strategies reflect your cultural
1. inclusive leadership.”

If not, please briefly state the problem __________________________
____________________________________________________________
_
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2. Were the brief descriptions of the rating scale choices, prior to your
completing the items, clear and did they provide sufficient differences
among them for you to make a selection? Yes, these were. If not, briefly
describe the problem______________________
____________________________________________________________
______
3. As you progressed through the survey, in which you gave a rating of #
through #, were there any items that caused you to say something like,
“What does this mean?” If so, which item(s) were they? No, what I did
have to do was to think of examples where in my leadership I exhibited that
trait.
Thanks so much for your help
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Participant 2 Response

SURVEY CRITIQUE BY PILOT PARTICIPANTS
As a doctoral student and researcher at Brandman University, your
assistance is so appreciated in designing this survey instrument. Your
participation is crucial to the development of a valid and reliable instrument.
After completing the survey, please answer the following questions. Your
answers will assist me in refining both the directions and the survey items.
You have been provided with a paper copy of the survey, just to jog your memory
if you need it. Thanks so much.
1. How many minutes did it take you to complete the survey, from the
moment you opened it on the computer until the time you completed it? 11
Minutes.
2. Did the portion up front that asked you to read the consent information and
click the agree box, before the survey opened, concern you at all? No.
If so, would you briefly state your concern __________________________
____________________________________________________________
_
3. Was the Introduction sufficiently clear (and not too long) to inform you
what the research was about? Yes. If not, what would you recommend to
make it better? _______________________________________
____________________________________________________________
_
4. Were the directions clear? Did you understand what to do? Yes.
If not, please briefly state the problem __________________________
____________________________________________________________
_
5. Were the brief descriptions of the rating scale choices, prior to your
completing the items, clear and did they provide sufficient differences
among them for you to make a selection? Yes. If not, briefly describe the
problem______________________
____________________________________________________________
______
6. As you progressed through the survey, in which you gave a rating of #
through #, were there any items that caused you to say something like,

230

“What does this mean?” If so, which item(s) were they? No, the items
were self-explanatory.
Thanks so much for your help
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APPENDIX J
Interview Feedback Form
Field Test Participant Feedback Questions
While conducting the interview you should take notes of their clarification request or
comments about not being clear about the question. After you complete the interview ask
your field test interviewee the following clarifying questions. Try not to make it
another interview; just have a friendly conversation. Either script or record their
feedback so you can compare with the other two members of your team to develop your
feedback report on how to improve the interview questions.
1. How did you feel about the interview? Do you think you had ample opportunities
to describe what you do as a leader when working with your team or staff?
It went well. Yes, I had plenty of opportunities to share my thoughts.
2. Did you feel the amount of time for the interview was ok?
Yes, it wasn’t too long.
3. Were the questions by and large clear or were there places where you were
uncertain what was being asked?
Question #4 seems silly. To be a leader, you have to consciously incorporate
personal responsibility in your decision making. You don’t become a leader
without understanding your personal responsibility.
4. Can you recall any words or terms being asked about during the interview that
were confusing?
No.
5. And finally, did I appear comfortable during the interview… (I’m pretty new at
this)?
Yes.
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APPENDIX K
Interview Observer Feedback
Interview Field Test – Observer Feedback
Conducting interviews is a learned skill set based on experience and feedback.
Gaining valuable insight about interview skills and affect with the interview will support
the collection of data gathering when interviewing actual participant. As the interview
observer you should reflect on the questions below after the interview is finished. You
should provide independent feedback at the conclusion of the interview field test. As
observer you should take notes that will assist the interviewer to be successful in
improving their interview skills.
1. How long did the interview take? 40 minutes. Did the time seem appropriate? Yes
2. Did the interviewer communicate in a receptive, cordial, and encouraging manner?
•

Welcoming/Comfortable/Cordial/encouraging

3. Was the introduction of the interview friendly with the use of commonly understood
language?
•

She was friendly, understandable.

•

Moved the interview forward (participant was late) gracefully, without
making her feel bad but honoring time commitments

4. How did the interviewee feel during the interview?
•

She was comfortable, not on guard at all

5. Was the interviewer prepared and relaxed during the interview?
•

She was prepared, had good eye contact, good body language, was smiling

6. Did the interviewee understand the interview questions, or did they require
clarification?
•

On the questions that needed clarification, the interviewer restated and
explained without using words/body language that would sway the participant

7. What parts of the interview went smoothly and why?
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•

All of the interview went well. Even when the participant mentioned that
question #3 was a “silly question”, she probed to help the participant connect

8. What parts of the interview seem to struggle and why do you think that was the case?
•

Interview flowed nicely, kept things moving

9. Did the interviewer maintain objectivity and not interject value judgements or lead
the interviewee?
•

She was objective and even toned, even-keeled

10. Did the interviewer take opportunity to discuss or request artifacts that support the
data gathered from the interview?
•

N/A

11. If you were to change any part of the interview, what would that part be and how
would you suggest changing it?
12. What suggestions do you have for improving the overall process?
*Conducting interviews virtually is different than face-to-face and requires more
attention to number 2 & 3 above. As an observer give specific feedback on these
items
• She was professional and made the participant feel at ease.
• Kept things going
• Even when participant answered, she took the opportunity on some questions
to probe for deeper responses

234

APPENDIX L
Consent to Record Interview Form
Informed Consent and Audio Recording Release
INFORMATION ABOUT:
RESPONSIBLE INVESTIGATOR: Stephanie K. Smart
PURPOSE OF THE STUDY:
You are being asked to participate in a research study conducted by Stephanie K.
Smart, a doctoral student from the School of Education at Brandman University. The
purpose of this explanatory mixed method study is to identify and describe the leadership
strategies that exemplary elementary dual immersion principals use to create an
organizational culture of inclusiveness using Kennedy’s (2008) five leadership qualities
of cultural differences.
Your participation in this study is voluntary and will include an interview with the
identified student investigator. The interview will take approximately 60 minutes to
complete and will be scheduled at a time and location of your convenience. The interview
questions will pertain to your perceptions and your responses will be confidential. Each
participant will have an identifying code and names will not be used in data analysis. The
results of this study will be used for scholarly purposes only.
I understand that:
a. The researcher will protect my confidentiality by keeping the identifying codes
safe-guarded in a locked file drawer or password protected digital file to which
the researcher will have sole access.
b. My participation in this research study is voluntary. You may decide to not
participate in the study, and I can withdraw at any time. I can also decide not to
answer particular questions during the interview if you so choose. Also, the
Investigator may stop the study at any time.
c. I understand that the interview will be audio recorded. The recordings will be
available only to the researcher and the professional transcriptionist. The audio
recordings will be used to capture the interview dialogue and to ensure the
accuracy of information collected during the interview. All information will be

235

4.

5.
6.

7.

identifier-redacted, and my confidentiality will be maintained. Upon completion
of the study, all recordings, transcripts, and notes taken by the researcher and
transcriptionist from the interview will be destroyed.
The possible benefit of this study to me is that my input may help add to the
research regarding how chief nurse executives impact a culture of inclusiveness.
The findings will be available to me at the conclusion of the study and will
provide new insights about the nursing leadership experience in which I
participated. I understand that I will not be compensated for my participation.
If I have any questions or concerns about the research, please feel free to contact
Ssmart@mail.brandman.edu or by phone at (603)505-1543 or Dr. Ainsworth
(Committee Chair) at Painsworth@bramdman.edu.
No information that identifies you will be released without your separate consent
and all identifiable information will be protected to the limits allowed by law. If
the study design or the use of data is to be changed, you will be so informed and
consent re-obtained. There are minimal risks associated with participating in this
research.
If I have any questions, comments, or concerns about the study or the informed
consent process, I may write or call the Office of the Vice Chancellor of
Academic Affairs, Brandman University at 16355 Laguna Canyon Road, Irvine,
CA 92618, (949) 341-7641.

I acknowledge that I have received a copy of this form and the “Research Participant’s
Bill of Rights.” I have read the above and understand it and hereby consent to the
procedure(s) set forth.

___________________________________

Date:___________________

Signature of Participant or Responsible Party

____________________________________
Signature of Principle Investigator
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Date: __________________

APPENDIX M
BUIRB Approval
Dear Stephanie Smart,
Congratulations, your IRB application to conduct research has been approved by the Brandman University
Institutional Review Board. This approval grants permission for you to proceed with data collection for your
research. Please keep this email for your records, as it will need to be included in your research appendix.
If any issues should arise that are pertinent to your IRB approval, please contact the IRB immediately
at BUIRB@brandman.edu. If you need to modify your BUIRB application for any reason, please fill out the
"Application Modification Form" before proceeding with your research. The Modification form can be found at the
following link: https://irb.brandman.edu/Applications/Modification.pdf.
Best wishes for a successful completion of your study.
Thank you,
Doug DeVore, Ed.D.
Professor
Organizational Leadership
BUIRB Chair
ddevore@brandman.edu
www.brandman.edu
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APPENDIX N
Table of Culturally Inclusive Strategies by Mean and Standard Deviation
RQ

Strategy
No.

1

2

3

3

4

1

4

2

4

5

6

8

3

2

2

1

6

2

2

2

3

1

6

6

5

Description

M

SD

Take personal responsibility for inclusion of all
people

6.00

0.00

Remain accessible to others

6.00

0.00

6.00

0.00

6.00

0.00

6.00

0.00

6.00

0.00

5.94

0.24

5.94

0.24

5.94

0.24

5.94

0.24

5.89

0.32

Show respect by helping people

5.89

0.32

5

Lead with intentional collaboration where no one is
placed at risk

5.89

0.32

1

3

Communicate the importance of culture differences

5.89

0.32

5

3

Encourage new ideas that benefit all stakeholders

5.89

0.32

2

3

Stand up for others if they are being treated
unfairly

5.89

0.32

2

5

Intervene when intolerance is present

5.89

0.32

6

9

5.89

0.47

6

7

5.83

0.38

5

1

5.83

0.38

Promote organizational culture that values
inclusion
Take ownership of personal behavior that supports
respect of others
Promote a culture where everyone sees themselves
as an important part of the organization
Treat people with genuine regard regardless of
position
Approach conflict by looking at all sides
Listen without judgement to understand diverse
cultures
Interact respectfully with different people in the
organization
Embrace Interaction with others from different
cultures
Remain open to feedback to develop deeper
understanding of different perspectives

Celebrate the unique contributions of diversity to
the success of the organization
Value the contributions of people through positive
recognition
Create a deep sense of shared purpose
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5

4

Cultivate a thoughtful inspection of diverse
thinking

5.83

0.38

6

3

Encourage everyone to be themselves

5.83

0.38

6

4

Listen carefully to make people comfortable

5.83

0.38

1

5

5.83

0.51

4

3

5.83

0.51

6

10

Hold others accountable for inclusion

5.78

0.43

1

1

Model diversity as an organizational priority

5.78

0.55

1

4

5.72

0.57

3

5

5.67

0.77

2

4

Encourage open dialog about controversial issues

5.67

0.97

3

4

Share honestly what is going on when the chips are
down

5.61

0.61

6

1

Promote policies that ensure cultural participation

5.61

0.61

4

4

Willing to take personal risks to see that others are
valued

5.61

0.70

6

5

Collect regular employee feedback

5.50

0.62

5

2

Insist on fairness as core value

5.33

0.84

Provide opportunities for people to develop new
skills
The importance of diversity is shown in
organizational hiring practices

Provide coaching to develop talent within the
organization
Create a culture where people feel safe to share
controversial ideas
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